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PREFACE

7
This paper is one of A series of ERIC/ChESS publications intended

',
to give "tips" on teaching varicue%topics and disciplines. in the p-e-

;itcollege social studies curriculuth. The "tips" offered here are i
r

tended 'to helpteachers deal with both content and teaching strategies

in American history courses.'

-The editors, and:. authors of this paper' have found in ,their work with-
% t 1

history teachers khat many--perhaps a majority-are uncomfortable with
4

thkextreme open-endedness to which much of the "inquiry learning" move-
. .

ment has led. At the same time, these teachers do not.wish to stay with(-

or return to,pthe-rillidly structured.teachinvodels of yesteryear.

They are searching for approaches that combine varying measures of struc-
.

0-, ture andofSpen-endednesiqn their teaching strategies, depending-on

their desired objectives.

It is the - purpose of this paper to help teachers find a satisfactory

"structured.inquiry" approach or rangeof4pproaches.tt The editors and

authors describe several different learning activities showing differing

degrees and combinations of-structuring and open-endedness. At the same

time, the lessons described provide examples of how-to incorporate non-
- 4-

traditional subject matter into the -regular American history curriculum.

The chapters present ways to use ideas and materials from disciplines

other than history in teaching American:history topics; ways to use com-

-,,,,,parative data from other societies in illuminating issues.in Ameri an

hiAtory; ways to teach sociakpistory in addition to the.Vaditiona

political-and economic historr'of the United Stites; waysto use local 40-

history methods and data within Amecican history; and ways to stimulate

students todevelop their skills in digging up information:

We hope that many teachers OM find some, mew and useful ideas in

t this publication. A new' locil'at 'both content and ,methods in Aheteaching

of\American history slay be particularly approl?riate as a part of the
-

national celebration and soul-searching that may aRpropriately accoMpany,

out Bicentennial.

Irving Morrisseti
Director, ERIC/ChESS
Executive Director, SSEC

a
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WHY AM I TEACHING H

Check one:'

CHAPTER I

TORY ANYWAY? (AND HOW SHOULD I TEACH IT?)

'by

Douglas Alder

I Was-good at it in high school.

I'cOuldn't hack' saldiaus in college.

I'M needed here
'for democracy).

.,Students thrive
.

(making the world safe

on history.
.0

"Other. Explain. Attach additional
sheets as necessary. Include biblio-
graphy if you wish.

Nov, if that, is solved, how about which history? Of all

the options, why teach American history?

8-t I like it

'Thestudents'despdrately want it.

The parents demand ,it.
.

I am prepared to teach it..

The nation needs it 4
.......4 /

Other. EIplain. .Attach addititnal sheets
as necessary. Include bibileraphy If

.,

you wish. .
'

i
.

)
.

.

These choices may elicit4efreShing candor, or may simply be flippant.

They, do not reveal enough to satisfy the query, Why teach history? But

day do.inVitea more serious congideration of those ewo challenging quas-
i,

tions, Secon chooI htetory teachers are feeling this pressure anddl,p
need.to decide ether they really can justify the public support they'Vre

receiving or'wOuld like td. be receiving._ XT 6

So It is not heretical tiyask,.Should.the study of American history.

hQ required? Are legislators and board members, who guard that tradition,

onNsolid ground? Can hibtory teachers face itudents.and themselves with
o

a rationale that is more than self-serving justification?

Probably each history teacherdhas tried his hand at such ',questions.

NJ

1.
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If not,'its high tithe;, if yes, the repetition is not a wasted endeavor.

Occasional rethinki4of What one,is doing:is generally rewarding.

0

rbyTeach American History?

It's Interesting

Repeated surveys of student receptiveness to the school curriculum-
_

shawl history and social studies among the least popular he Oh school-courses.

How, then, ca4 we maintain that interest is tone ofhistory's virtues?

Historians and history teachers have personally experienced the giip of "

adventure and'insight found in historydbooks and h aiibal-research.

Like EngilL'WteaChers, who preserve the classis we know there is great
, -

interest in history for the whd get their feet wetinstead of just

standing on,the shore-(throwing rocks). For evidence', we mention that

history, sells widely as general adult reading. dnfictioh writing, heavily
,

historical, is afitong the highest,piid. The Barbara Tuchmans, James Milheners,

and their like command wide attention. Also history makes up much of the

content for great theater and film. History has proved itseif to be a
.

gripping and profound primer for life. Our problem is,_then, how to avoid

'killing the natural interest that students bring tothe cl&ssroom.

.

'It's Understandable

History has the godd fortune of sharing an important commonality with

students and laymen: plzin English., our, craft's'modeof communication is

not specialized jargon; rather, it is straightfOrwardnarrative language.

Students can move into this study withost the vocabblary.appkenticeship

necessary to understand tie social 'Fiends:1st

It's Veryllbessonal' .

-w
- .

Perhaps the most relevant issue facing teenagers in high school is
.,... if

their own self-sWirenesa. With a little skill,'Ihistory'teachers can help

students diScover,that much of their own identities are rooted in the cul-

ture that has. nurtured them. They.halMrinhiriped theirl.anguage, ciothes,
- #

pOlitidal ideologies, measuremdht systems, architecture,,technology, real-

0 0 0 0 "
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gion, food, values, and much more from the historical past. They may say

"so what" to these obvious realities, but wise teachers will let them

.

,discover themselves in an Abraham Lincoln, a Susan E. Anthony,;,a Martin.
,

, ..... .

Luther Eingy or an anonymous person from the past. The less obviobs but

more powerful realities.:-the achievement ethnic, the-desire for possession

or powAT, the love of freedom, the concern for security- -can be gained '

from the past and are central to each student's identity.

It' s' Needed .

.
Almost all societies have instituted some organized way. to transmit

the cvlture,cif their group'to the new generation. In traditional (pre-

agrarian) ocieties, youths were formally,indoctrinated through ceremonies

and rituals. They had:to memorize long geneal,gies, oral traditions and
.

secret symbols, Wwhich they came to diScovertheir group and individual

' identities.. Such, nculdition was highly effective in preserving thn tribe

and helping individuals discover their purposes in life. 0'

If our society is presently in difficulty, it may be because we now

doub the validity of formal cultural transmission. We have become a

sophisticated society, moving from:tlieagrarian to the industrial and, from

a monistic to a pluralistic value system. The school system is now the

inajoic---remaining institution:in our society dedicated to'valte transmission.

The family and the dhurda still exist in that field, reseividsome valueS

to themselves,' but they have delegated other vanes, particularly those

dealing with citizenship, tfrthe7achools: These values are no as easily

agreed upon today,as they were in simpler societies. Nonetheless, at a,

time when our American systeivis searching for an ...rOved.guality of life

and a redefinition.of its'purpose, it is essential,tha'c we not

adrift from our communal experience--our history.

It's Useful

cut ourselves

Students of history not only discover the faier of continuity, which

may burden them with a considerable load of cultural baggage, but they find

that change is a .major force,in modern society. For example, a student

watching the Industrial Re0Olution invade%Amerida from England soon realizes

that the same prodess is reaching every corner of the United States. Per-
.

1)104.0009 I,
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sons who plan to become; secretaries shopld anticipate the employee dieplade=

meets that will occur when the typiWriter is made obsolete by an automated

process replacing individual typists.- can develop a real kinship with

'n the earlier workers - -the blacksmiths, the elevator operatort
S'
the railroad

'firemen, and many more,-WhO experienced obsolepence. More importantly

they can anticipate such change and thus act upon the environment through

icareet planning ratherthan merely flailing out against forCes,t1Fley'can-

not Control.
4 .

Similarly,"itudents of.history,can learn to be critical of-the writ-

ten word. Alaaing:the historians' method, they -can'peation the validi.y
' -

ok claims until docUmentary evidence is produeed. Thus they can evaluate

the continuing propaganda of,extreMists who would'like tc convince them

that America is.about to.sink if she%does,not turn sharply to the right

or left. Even a'superficial view of AMerZcan history shows that violence

And conflict are common in our history arid that, such crises do not usually .

'sink the snip of state. Also history is useful at the local leVel. An

understanding of the inevitability of change a sing le community provides

a perspective from Which to view' the major Changes in the United States

and the world today, This mnderstanding-is sorely needed by those-who will

be making the important decisions in the world of tommorrow.

Processes for Teaching History

The common complaint about high school social studies is that fact`

memorization, lecture,,and teacher - centered activities dominate (and bore)
T

the students. Though such stereotypical teaching may continue, the prob-

lem has not been ignored. Social studies educators have not been idle in

the last two decades of ferment in America, The Sputnik controversy in

education stimulated Community criticism and student dissatisfaction that

led to substantial funding for curriculum development in most subjects.:

A "new social studies" developbd, providing major changes in teaching-
.

learning materials.,yOne result has been that school resource centers today

,lookAltogether different from those.of two decades ago; books are only

one of the formats now use&-simulations, artifact kits, media activities,

It$
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documents, even computer materials, illustra.d the change that has occurred.
,

Theformat changes'are only symptomatid of, something more fundamental.
°

The centml developments have-been in concept; The ideas 8f Jerome Brunei
I "

and BenjiMin Bloom, among others, have helped teachers and developers

, focus on social studies more as a learning process than as'a content product.

Rather than concern chiefly about the factual' information a student "knows"

for a test, this approach emphasizes the process of deriving knowledge.
, .

This has often centered around the ,concept of inquiry.
.1 ' '

Webster's dictionary suggeets that inquiry is Cl) an act of seeking

truth of (2) an instance of asking for information. .How often'do students

initiate either, it schoPi? Are they not more commonly listening to -pre-

sentations they did not ask for or doing assigned activities? Does it

not at least sometimes' diminish their vitality-if they are being acted ,

upon instead of acting? Because increased motivation might result when

stpdents initiate the questions or seek information, curriculUm developers

are often attracteu tort he inqUiry mode rather than the expository one,.

But how can onIstimu:-te Students ...to seek information?. How can a teacher

librrate the curiosity that seems to be innately packaged in youth? The

t. 3

initial round of "new social studies" materials. did make'wciest headway

in this quest.

Richard Suchian, Hilda Taba, Edwin Fenton, James Shaver, Richard

Brown, and others have become nationally known for their advocacy of

inquiry as a teaching mode, replacing or supplementing the expbsitory

methods (reading-recitation,^film, lecture), so long identified with social

studies. Projects such as the Carnegie-Hellon Social Studies Project

(directed by Fenton) and the Project on American History (direCted by

Brown) provided' learning activities, complete with documents, which en-,

abled students to derive their own hypotheses, categories,. and generali-

zations about history. The adventure of doing their own'thinking by

inquiry is the driving force for students of these and many of the other

"niW social studies" projects (midi as the High Schdol Geography Project,

the Anthropology Curriculum Study ProjectiSociological Resources for the

Social Studies, and AmerAcan' Political Behavior).

This richly funded endeavor hap produced highlrespected learning
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materials for students; but, in retrospect, many of the developers as

well as practitioners have beerddld1y disiayed at
OP
the limited adoption

by classroom teachers.' The extent of dissemination is not i0consequentialk--/

but is nonetheless disappOinting. .

In contrast, for example, simulations and games seem to have had

wide and enthusiastic adoption. In-fact; simulatiOns share much with Ule

"new social studied", sire they-are often prepared by, developer's, utilize

new formats, emphasizeTrocesS, promote inquiry skills, and iequire teachers

to change from,expository tofacilitatingroles. Whythen have simulations_

and games been more widely used than the social studies projects? Some

reasons may be that the project materials are so much More aMbitious,

generally occupying, a whole Semester.or year rather than-6 day,, week, or

quarter. Teadh s tend to resist adopting a whole package that controls

their options. Another explanation is that teachers may havefoundmanY

inquiry lessons too hallenging to teadh. An open inquiry strategy demands.

teaching skills.ithat.are difficult for many teachers. Also, some students

feelruncomfortable under the pressure that inquiry discussions bring. Rather _

than defending a hypothesis they might generate in inquiry lessons, they

choose to be silent, thereby avoiding the responsibility.

\, Structured Inquiry Approaches ..r

TE. se and other difficulties with inquiry teaching have caused some

to abandOn.the dtrategy while others haVe,soughta modification. The
. .

editors and contributors to this booklet fall in the latter category. They

share a respect for inquiry as stimulating a higher level of°thinking that

Will help students more than expository lessons, but feel that more struc-
e

ture is needed in inquiry lessons. They suggest that there can be a spec-

trum from nearly unstructured inquiry to highly structured inquiry that
/

still maintains some elements of:student-quest and initiative. Here are

some examples of such variety (Figure 1.)z .

.
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The structured inquiry approaches used in this vOlume can be char.,,.-

acterxied as follows: Jo

1) The teacher, rather than the students,
,

selects the content

of the lesson as well as the learning materials. He,or she

)poks for topics that are sufficiently important to warrant

in-depth study and materials that will interest and challenge

the students.,

2) ,The teacher develops a conscious\learning-teat lng strategy

in advance. He or she does not hav,e final answers but has

,a framework within which most of this inquiry can occur.

3) This predeteiMined structure helps set the boundaries of the

learning activity. The inquiry is Still,genuinely open to

the students' own thinking and theteacher is not. aiming at

some predeteixiined answer.

4) The conclusions students and teachers reachin-the structured

inquiry activities have at leapt some degree of tentativeness

to them. Both students and teachers recognize that they, are

making, decitions or drawing tonclusions'on insufficient informa-

tion. This may bother those who'are accustomed to closure Or
- -

who wantJirm decisions, but it is beneficial for them to dis-

c:over that decigions leVen those made atgiigh levels) share

similar weaknesses. Often some conclusions cannot be post-

poned until all,possible data is gathered. So too in the

classroom, teachers and students may have to make tentative

decisions based on limited knowledge without abandoning re-
,

verence for data and scholarihip.

The following chapters presept examples of structured-inquiry acti-

vities that can be incorporated easily into existing teaching programs.

For example, the lesson on` comparative, (Chapter IV), with its

documents on slave-life in CUba, Brazil, and. he Old South, could be used

by an American history teacher as part of a unit on the antebellum

period. In addition to the usualtaxts and such ag Nate Tam's

Cabin by-Harriet Healer Stowe and Fredrick Douglass' autobiography. The

teacher can use materials that add a comparative dimension. If this

proves successful the teacher may want to treat other parts of American '°
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history in a comparative manner--urbanization, the frontier, and coloni-

zation, to cite three examples. The other dhsaers in this volume offer

similar possibil4ties for employing structured inquiry lessons to teach

nontraditional approaches to American history topics within the existing

curriculum. Chapter, II utilizes a role-play activity for examining, ,a

slice of social history. Chapter III presents an interdistiplinary approach

-to the study of the American RevolUtion. Chapter V offers several sug-

gestions for active inquiry into local history. Chimpter VI describes a

variety of short activities for developing information seardvskilla. And

Chapter VII contains an annotated/list of additional teaching resources.
)

We hope that teachers will try out these materials and ideas and be

stimulated by them-to develop other similar lessons. We believe that a

structured inquiry approach offers a way in which many teachers tan main-

tain the advantages of inquiry without-sacrificing all structure and

organization.

,
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Chapter II

A SOCIAL HISTORY APPROACH: .

MACHINE AND SOCIAL CHANGE IN INDUSTRIAL AMERICA

by

Matthew T. Downey

CA

Introduction

An approach to the American past through social history is nothing

very new. Historians and teacherS alike have recognizes over the years

that a history Which. concentrates'on the public and political events of

the past misses much of the richness and Complexity of the American ex-

perience. James: Harvey Robinson's call in 1912 fOr a "New History" was
;

an early recognition' that a meaningful history had to include more than,

the traditionaNkpOlitical., military, and diplomatic topics.The History

of American Life series launched by Arthur M, Schlesinger, Sr:, and

Dixon Ryan Fox in the 1920s was a full-scile-effort;to write a social,
.,

history,of the American. people. Various other voices since then have

expressed their disoontdnt with more traditional approaches to historl

and have proposed social history alternatives.

r Until quite recently social history did tot havermuch-impact either

on the-way American history aas been written or taught. History text

books contile-to reflect a political history bias, d "presidential

synthesis,".as Thomas Cochran (1948) once put it. While the conservatism
1

of authors and publishers may be partly responsible, for this,. it. must gir

also be said that what has passed for lo_cial history has not contributed

very, much- to afuller understanding of American 'society. As one his-

torian,haS described it, "Until very recentlyx'American social history
,

was written from the perspective of, the dominant culture. It dealt

with elites.rather than common people, with institutions rather an ,

social processes, With attitudes. rather than experiences" (Hareve 1971,,

.p. vii). It Was the history of social problems and social reform

written largely from the reformers' point of view and of social insti-

tutions from the perspective of the people in control. While it "Claimed

11



'to be interested in.the lives of ordinary,people, it inefaCt more

concernel about the elites-who represented them.

During the*past decade a new kind of social history has gained_in

popularity. It is:more concerned About how'American society is ?%']'t to-

gether, how it functions; and how both have changed over time It

focuses on "those patterns of human interaction which relate some people

and differentiate others, which reflect characteristics held by some in

common and by others in distinctionHays 1971, p. 329. One can get some

sense of the variety of directions that social historians have taken in

recent Years from ,Lankford and Reimers 1970 And Thernstrom and' Sennet!t.
1

1969.) As such the "new social history" is better able to deal with

social, behaviOrSnd cultural' values in a pluralistic society. Above all
-

_

else this.approach to social history presents a broader focus. It is as

much concerned with thOse "anonymous Americans" who did not make national

reputations as it is with elites. (While tlistoty "from the bottom up" is

not new, it has received greateremphasis during the past decade't#an

. Jpveraefore. For astatementof its importance, see Lemisch 1968. The
%-

historians! interest in' the lower ranks of 19th century American society

has also been reflected in a series of,social mobility. studies: Thernstrom

1964 was one of the earlies and most influential of these studies.) It

haS!given more attention to the family, the work situation, the ethnic
_

group--those more immediate social realities within'which Americans have

lived. It is a shift of scale from a national, public, great-man Centered,

history,to a grass roots,Ordinary-persOn centered study ofthe

A social history approach basld on this newer perspective offers various

possibilities for Changing and enriching American history courses.

-
suggests a significant

;lydifferentorganiiation for the U.S. survey course,
A ,

one which examines process by which the structure of contemporary

American society has emerged. It provides a way to reintegrate aspects

of social history which have become disjointed and isolated recent

years. In a social history framework, ethnic history, women's history; and

.diher neglected social histories can be given-appropriate attention without,

separating them from a.larger historical context. It would mean, for example,

,examining the changing role of women as a Consequence of industrialization

.at the-same time that one is exploring changes in a variety of other roles,
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i'mikinstitutions: But the inclusion of social history mould, notJ neces-

sarily require the entire restructuring of an existing course.

Incorporating social historOinto-a more traditional Course may,

also make American history more interesting and irelevant to students,

The social history unit presented here, .orie which examines Changing

relationships between 'factory workers, their worki and their employersi,

could easily btised in that way. It would.only mean that after teach-

a more traditional economic history unit on, industrialization,,,the

teacher would explain that the growth ofindustrial technology and the

:'.development of the factory system affected the people - involved in many

unforeseen ways. The class would then examine closely a few aspects"Of.,

the consequent social changes.

Finally; social history provides an easy entree tok

Not every community, produced an Andrew

Or an'Ahraham.Lincoln or was the site of a major battlefield

historical research.

history and

Carnegie

or figured

largely in national history inany say. But social history happened

everywhere: It is the history q every community's families their ,

migration' and mobility patterns, the working lives of-its men and women,

the groups with ,which `they _identified, and the cha6;es within the comp-

nity that affected their lives.

As the lesson below also illustrates, social history lends itself

easily to inquiry-oriented teaching and learning. .Primary source materials

exist for examining social conditions and change as well as for more.

traditional political topics. They exist in the form of firsthand accounts

and memoirs, social surveys, records of hearings of legislative committees,

census data, local city'directories, and oral histOry. However, a caution

is in order. Commercially prOduced sets of social history materials ara

not yet as common as those for. more'traditional approaches to American

history. The teacher must be prepared to assemble his or her own class-
4

room materials from a variety of sources.

The purpose of the following unit is to help students understand

industrialization in 19th-century America was a developdent in social as

,well, as economic history., Some aspects Ofthat social history-do receive

more or less attention in history textbooks and in many rather traditional

history courses.. The growth of an inddstrial working class, the'us of^,'

-4
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child labor, and the emergence of unions are familiar'tolAcl.. However,

other equillb important aspects of social change are plased over with"

virtually no notidh at All. AS Herbert Guttman (1973) has .ported Out,

whole patterns of social interaction, attitudel, and values-concerning

work were being alteredOpy the new industrial system. Yet labOr his

torians have begn far monn concerned With the ,history of labor anions

'than with the impact of 'ustrialdiscipline upon the worker, his per-,

ception of work, and his social relationships at work. While the growth

of unions was important, the latter was no lest so and may have more
.

herent interest to Students.

Overview of the Lessh.

.This lesson explores some of these.other dimensions:Of. social change.

While the Materials included here can be used in several ways, they area

piesented as the bas4s for i_six-day7role3playing e Xercise;. the format

can be altered as the teacher sees, fit. The:lesson's,major objective is

to examine son of
a
the social changes ,that had,already'taken place in the,

North. Questions about thepe chagges are being raised here by a Southern

legislative committee sometime during the 1880s; Thus the unit bridges

two traditiOnal.content areas: industrialization in the North and, the

..emergence of a business- and indlistrial-oriented New South following. the

Yh-

CivilWar.

The inquiry approach used in this unit is a moderately structured

one. At the beginning of the unit the teacher is actively involved, in-
,

troduciag the role-playing exercise and'providing the necessary historical

information for background. However, once role playing is underway, ,q

teacher is little more than an observer. The students should be interacting
.

spontaneously." The teacher will Become involved again at the.end of'the

unit, providing structure for the debriefing session.

Learning Objectives

Knowledge

-The student will:

]) know that industrialization in the United States
altered the nature And meaning of work.



O

t

2) know that ineistrialization changed social
relationships. G

D

. .

3) know that 19th century Americans had differ-
ing paintiof view abbut'the behefits of
industrializifionA 1-

ct

0

Skill DeveopMent

711e-student will:

Affect

*1/4/1) gather data using classroom And other
resources.

2) synthesize data through the development of
a role identity.

The student
o

1) develop an empathetic understanding of the
effect of machine production on the satis-
faction workers derive fro works

'2) develop an empathetic understanding of
changes inlrork-related social relationship's.

3) re- examine personal values and attitudes
about-edOnomic growth and dhange.

Sample Lesson

The class Jet° be instructed at tke outset that each student is

expected to develop an Identity of. a. 19th- century Ailerican who has both

a reasoned point of view about the socia.t benefits and disadVantages of

industrialization an4 feelings:and Sensitivities)that will be affected

by the changes inVolVeo, They should be informed that their work-will ;

be evaluated on the basis oi,:how fully and persuasively this identity

is developed. Before the role playing begile, the teacher should re-

produce "a -sat of the accompanying documents for each student in the

class.

The suggested six - day time schedule is.probably the minimum amount
ti

7

of time that should be Used for the unit. A teacher may wish to expand

the lesson somewhat by adding a day for the gathering of evidence-prior

to the presentations befOre the committee. It may:also be helpful to

give the committee members an extra day to deve1OP and dismiss alter-

native courses of action.

0

60026
41:(0440.`

Z
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Day-One ".
. ,
'After explaining that each student will be responsible for devaloping

a role and haw this will be evaltated, the' teacher should introduce the

historical situation that'will be simulated in the classrooM during the

course. ofthe,unit.' This should include some generglackground on -the

economic cbdaition of the post - Civil. War:Southits predominantly rural,

agrarian economy and its relianceeitherupon local, handicraft.prOducers

or upon imports frOm the more industrialized North for manufactured. goods.

(4' During the 'course of this discussibn the teacher should hand out Henry

16

1.- a 4

Grady's statement (Document One) about) industrial'backwardness of-the

South. It illustrates the major vaint to be made here.
,

After the' statement by Grady has been discussed, the teacher should

introduce the role- playing lituatiOn bY'explaining-thato, for the next

several days, the class Is to imagine that it is meeting in the committee

TO= of a Southern state legislature's Committee on ManufactUres. The

task of the committee is to considerilegisiation "mightrecommend'to en-
,

4

courage or discourage-manufacturing in the state. That it might want to
, .

discourage industrial` growth may seem incongrudias after the disdussioh of

the ,Grady quote. The teacher shouldoraise the questionspether Grady's
Ilk

,
,

position would'have'been
.

consideringa reasonable alternative, consi some'

,

of the
.

,

social consequences of industrialization. /n what:r6spects would indus-.

trialization not bebeneficial? Holwouid the growth of manufacturing

affect Southern society? To what extent would a person's role and place

in society 4.nhuence his ttitude toward.induatrial development?

Finally, the teacher should ask the students to choose the roles they

will assume fok the duration Of the unit. 'Five students should act'ad.

members of the Committee on, ManufaCtures and should depide what.kind of

constituency each is representing as,a legislator. They should play the

roles of such legislators. They should choose one student as thairthan

of the - committee to preside over the meetings..` The teacher should remain

aileht,-if possiblel and do systematic observation in PreparatiOn,,tor the

-debriefing exercise. The remainder of the class can develop identities

either. hs (1) Northern men, women, or children who. are appearing before

the committee as_exRert witnesses or (2) Southern people who 41AN'es not yet

been greatly affeated by economic change butwho are iicipating

c't
00021

t.;
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With the assistance of the students, the teacher should &Veil') a list of

possible roles aced write it on the board. Some possibilities 'Mould be:

Unskilled laborers. Semi-skilled worker's

cotton fis0 hand
dock worker
housekeeper

machinist'
textile mill worker
other factory workers.

Skilled
4 Professionals

.

blacksmith if lawyer
shoe maker i teacher
tailor 'doctor
harness maker clergyman,
cargentel-.4

Business
.

t Agriiiiturat

bankeizp - farmer
-storeowner - 0 shaie cropper,.
machine shop o4Aer
small manufacturer

Dale Two -Four

At the beginning of_the second period the teacherihould make avail-'

Able the remaining materials (Documents Two through Seven). These:are to
i

be considered the written testimonyof witnesses who were unable to'attend

the committee hearing in person. While the hearing is in progress, the

five committee members should distribute these materials and initiatea

discussioi of them. This*rovides an opportunity for the class to corr.

Sider the views orsome 19th-century Americans and to blargy the roles.

which they themselves are assuming.: The point, should not beMissed that

the social consequences of industrialization'were viewed difberently de-

pending upon the peison's social position: role, and perspective.

On the third and fourth days the coMmitt9e,shouldhear testimony of
1 '

the witnesses present in the classroom.
.

Those Itudents
4
Whowish'to re-

NNN., port orally from the perspective of the role thel, are playing 'should do

The other students wi..1.,be considered interested spectators, who

willNsubmit their reports later in written form.

Day give

On'the fif day of tile lesson, the five - member committee will de-
4

cide upon its couraecf action. To focus their Alscussion,-the teacher'ca4
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list on the board some possible alternatives and solicit others ftnr the

class. For example, the Committee onMenufattures might recommend to th

legislature that it:

provide a state subsidy tp manufacturing companies
to locate irothe state. 1 4 '

launch a "sell the state" campaign, advertising the
9

choosing

advantages.

to companies locating there.

enact legislation regblating working conditions.

*try to discourage manufacturing by placing heavy taxation
industrial property.

on

prohibit manufacturing establishments that employ more than
ten'perso9s.

Each-committee member will explain the polidy he prefers, given how he

perceives the social coniquences of this action,for his constituents.

Finally, the committee.will vote upon one or more recommendations:

Day Six
I.

itis essential that some time be spent debriefing the role-playing

exercise. Pidtptudents will need to assess the action of the committee

members of the previeod&day. This could leads to a discussion of the

importance of goliticalodaision4naking within the process of economic

and tocial change.* This period will also give'the c s the opportunity

to arrive at some conclusions about the social consequghbes industriaii-

iation.° They should be encouriged to con#idei the cOnsequences it has

had for present-day society and the effeat'of technological change and.

j growth on their own lives, Tihally,the teacher may prObtably

direct the discussion toward the students' values and attitudes regarding
A.

social change.

Evaluation

The students should be evaluated on the basis of how fully and per-
,

suasbrely they have developed their role identities. While imagination

4111 necessarily play a part in this, the roles must also be historically

faithful. The students have the option of presenting their role identities

either.through an oral presentation 19ring the legislative committee's7

hearings or as a written report. Each of the five committee, members should.

;,
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be evaluated primarily upon his or her justification for. the policy
..,

alternaive he or she seleCta. on the fifth day of'the lesson..-
me. ,

- ,

6thar Uses of This Approach

A great variety of social history content can be incorporated into

an American history course. The ethnic group composition of American

Society and the 'persistence of ethnic group loyalty is an important as-
,

pect of social structure. is a.useful.vehicleofor examining value

conflicts and political behavior as well as for developing and testing

-'hypotheses about cultural pluraligiAn'theUnited States.' Sets of social

relationships otivr than the one presented here can be profitably éx-

mined, including those between men and women, ethnic and racial groups,'_

1 q
an social classes. Ocolipalional and geographic mability lend themselves

IP. ,/-,

espeCiaily'well td local and family history Investigations. The fpnotion

of"educational and political institutions as socializing agents can help

to place schools and political organizations in a new and interesting

perspective., The possibilitfts are limited only by a teacher's imagin-

'ation and the availability of resources.
a '

.Several publishers have produced individual volumes and series of

oolleCted.primary sourCe4aterials that are useful resources for teaching
. #

social history. One of the bestid,the ten-vol me The AmeniOanTeople

series (Axtell 1973-74). Its individual volupes cover such/topics as The

Native Ameriban People di the East, The American People in the 'Antebellum.
4

Sastth, and The' American People in the. Age of Kennedy. .. The./priroary mate-

°rials within each volume areorgnized 4Cording to stages of life: birth

and infancy, 'child400dand Youth, love and marriage, aging'and dying,.: The

Documents in American Civiliaatian. aeries (Cohen and Hennig 1967-70) is
,

.

also useful. It includes titles such als;Carl Bade, ed:,/American Life .

the 1840.'4f, and Henry Nash Smith, ed.', Popular Culture elindandustrialism:
A c

186e=1890. .DocUments that reflect boCial change. can also be fbund'in Sew.

eial of the volumes in the Lthin America series (197/2)1 Ey4tnee3,Ac-

, cOunts of Amerilion HriStory,ssri (1959-74); Documentary History of the

Limited States (1968-74), and The,Ameiican Cultygre.series(1970-73). These

are basic resources that should be available in the school's redource-

center.

1

'

a _



Several ipdividual yolumes with interesting social-h,ispry material

are worth noting. dieenbergis Land That Our Fathers Plowed (1969) con-

tains accounts of rural life and change. Several source books exist for

the Blackl.experience, especially Meltzer's In Their Own Words. (1964-67)

and Bracey, Meier, and,Rudwick's The Afro-Americans (1972). Hofstadter

and Wallace'sAmePiqan Violence (1970),-Garraty's-La/vr and Capital in

the Gilded Age (1968), and Lynd and Lynd's Middletown (1929) are impor-

tant for materials on urban society. The Lynds' study of Middletovin,

while not a doCument collection, istrichin social history material.
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Document One

7

Name: Henry Grady

Occupation: Editor, Atlanta Constitution, and spokesman for an
,s3.14

industrial future for the south

Date: 1889 G

"A few years ago I told, in a speech, of a burial in Pickens county,

Georgia. The grave was dug through solid marble, but the marble head-

stone came from Vermont. It was in a pine wilderness, but the pine

coffin came from Cincinnati. ..!An iron mountain overshadowed'it, but the

coffin nails and screws and the shovels came from Pittsburgh.' With hard

woods and metals abounding', the corpse was hauled on a wagon from South

Bend, Indiana. A hickory grove grew near by,,but7the pick and shovel

handles came from New'-Yolk. The cotton shirt on-t1 deid man came froth
f

Cincinnati, the coat and bre'aches from Chicago, the shoes from Boston;

the folded hands were encased inWhite gloves from New York, and round

the poor neck, that had worn all its living days the bondage of lost

opportunity, was twisted a cheap cravat from Philadelphia. That country,

so rich'in undeveloped resources, furnished nothing:for the funeral

except the corpse and thehole in the ground, and would probably have

imported both of those if it could havedone so."

[Henry W. Grady. The New South: Writings and. Speeches of Henry
Grady. Savannah, GA: Beehive Press, 1971, pp. 121-22.]
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Ildicument Two

Name: Robert S. Howard

Occupation: Textile worker, secretary of local labor union

Date: 1883
,

"It is a constant race from morning to night after this machinery;

and you may know. as well. as I can tell you, how a man must feel in this

hot weatherfollowinq such an'OccupatiOnalthat. He just feels no man-
.

hood about hiM. He can only take a,glass of beer to stimulate him, to

give him a little appetite so that he may eat, in order to be,dble to go

through his-daily drudgery. I have been there and I know it. From the

time I was very your14 I was fond of reading, and I remember many

occasions when I hava-gale to my supper and taken my daily paper and -

have fallen asleep with the paper in my hand, and have slept there until

about eleven o'clock,. Then f have beeh determined to. read it, and have

put my lamp beside me when I ant to bed, and have gone to sleep again

with the paper in my hand and lain there just as .I'put myselk down,

without stirring, until morning, the result of` exhaustion.,

1 "Now we can-never expect advanced civilization among such a class.

of people until we get a reform of this miserable condition of affairi"
o

[John'A. Garraty, ed. Labor and Capital in the Gilded Age. Boston,

MA: Little, Brown, 1968, p. 25.]

"
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Document Three

°Name7: Samuel Coopers

, Occupation: Skilled craftsman (cigar maker)., labor organi/er, and soon
to be first president of the American Federation of Labor

Date: 1883

----"Yes, sir. They find that employers are no longer-7when 1 speak'of

employers I Speak of them generally - -that they are norlonger upoh' the.'

same fdoting with them that they were on formerly. They find that where

a man,who_may have worked at -'the bench with them employs one or two

1. they and he may have full social intercourse together, but as that

man increases his business and employs a laiger number of hands they find
o

that his position has been removed so far above that of his old friends

-that they meet no more socially. Probably they may megt occasionally in

-the factory, when there will be a passing remark of 'Good morning', or

'GoOdAlay'land.then,after a while, the employer fails to see the

employees at all; the. superintendent does all the business and the em-

ployer does not bother h4tdcelf any mote about the men. That is how the

. position of the two has been changed since both weremorkingmen at the '

bench. The difference is considerably greater when theemployer and the-

-employee did not know each other before.... In most such instances the

employees are not known as men,at all but are known by numbers--'1'!

'2', '3', '4', and so on..."

[John A. Garraty, ed. Labors and Capital inthe Gilded Age. Boston,.
MA: Little, Brown, 1968, p. 18.]
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Document Four

Name: R. Heber Newton

Occupation:: Episcopal clugyian and social reformer

Date: 1883

"The whole condition of industrial labor has changed in our century.

Contrast the,. state of such labor a century ago with what itds now. Then,
e,

the handicraftsman worked in his own home, surrounded by his family, upon

a task, alit the processes of which he had mastered, giving him thuss.a

sense.of interest and pride in the work being well and thoroughly done.

Now he leaves his home early and returns to it late, working during the

day' in a huge factory with several hundred other men. The subdivision

of labor gives him now Alya bit of the whole process to do, where. the

work is still done by hand, whether it,be the making of a shoe or of a

piano. He cannot be master 94 a craft, but only master of a fragment of

the craft. He cannot have the pleasure or pride of the oldrtime work-

Men; for he makes nothing., He sees no Compietepfoduct of his skill:

growing into finished shape in his hands.. What zest can there be in this

bit of manhood/ 'Steam machinery is slowly taking out of his hands even

this fragment of intelligent work, and he is set at.feeding and watching

- the great machine which has been endowed with the brains that once was

in the human toiler.".

1John A. Garraty, ed. Labor and Capital in the Gilded Age. Boston,

MA: Little, B;own, 1968, p. 37.]

otib
moon



°

27

Document Five

Name: Carroll D. Wright

'Occupation: Head of Massachusetts Bureau of Labor Statistics

Date: 1883

"I amethoroughly satisfied that the factory has been almonderful

'element in'our civilization-towards its adyancement.... I know the feel-

ing is that'the factory system .has more apd more tend3d to degrade labor,

because under th4t system thirty or forty years ago, as established in

New England,.we employed only American siils from our farm houses, while

now we see an entirely diffetent class, in our factories; but I fail to

find that the class who used to be in factories' ha4e gone down; they

.

have stepped up into school teaching, telegraphy, and the higher branches

of labor, while theivplaces have been filled by a class that haye come

up from a lower occupation.... By the factory we are constantly opening

wider the field of advancement, for that class of people who unfortunately

stand on the ldwer round of the industrial ladder-'-we are bringing them

. -

up closer."

[Henry Nash Smith, ed. Popular Culture and Industrialism, 2865-2890.
ew York, NY: Anchor, 1967, pp. 52-53.]
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Document Six

Name: Robert H. Thurston

Occupation: Methanical engineer

Dattop.1880.

, 111

"Looking back upon our past histo'ry, we have seen'the growth of our

cotton manufactures, from the, small beginning of Samuel Slater, and his'

humble rivals.in a New England village, grow, until to-day many mills of

forty thousand./spindles each have been built, and the hum cf their

machinery and the clatter of their shuttles make music in the ears of
;

two hundred thousand thrifty and happy working people. From absolute

gieperldence upon Great,Britain, we have grown to .independence, and now,

more than ten millions of spindles, and nearly a quarter of a million

looms in our thousand mills supply Canada, South America, and even. China

annually.with millions of dollars worth'of goods.

"Our associates have made this country the most prosperous and

happy in the world."

[Henry Nash Smith, ed. Popular Culture and Industrialism, Z865-

Z890. New York, NY: Anchor, 1967, p. 27.]
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. Document "Seven.

Name:. John Morrison

Occupation:' Machinist in-New York City machine shop

Date: 1883

Morrison:

"When I first went to learn the trade a machinist considered him-

self more than the average workingman; in fact he did not like to be

called a workingmap. He liked to be called a mechanic. Today he

'recognizes the fact that he is Simply a laborer the same as the dthers.

Ten years ago even he considered himself a little above the average

workingman; he thought himself a mechanic, and felt he belonged in the

middle class; but today he recognizes the fact that he is simply the

4

same as any other ordinary laborer, no more and no-less...,.",

Questioner:

"I ant requesting to'ask you this question: :Dividing'the public as

is commonly done, into upper, middle, and lower-clasaes, to which class

would you assign the average workingman -of your trade at time when

you entered it, and to which class you would assign'him now?"

Morrison:

"I now assign.them to the lower class. Atthe time T entered the

trade I should assign them as merely hanging on.to the middle ilasst

- ready to drop out at any time."

[Henry Nash Smith, ed. Popular Culture and Industrialism, 1865-

l890. New York, NY:, Anchor, 1967, pp. 276-77.]
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CHAPTER III

INTERDISCIPLINARY APPROACHES TO THE AMERICAN REVOLUTION:

QUESTIONS OF CAUSATION AND MEANING

by

John Mears

Introduction

Fifteen years have now passed since C. Vann. Woodward, speaking at

the annual meeting of the American' Historical Association in December

1959, suggested to adarge:audienceof professional colleagues that

'future revisions in their views of the past might be so_extensive as

to justify describing the emerging era of historiography as "the age

'of reinterpretation." ;Given the revolutionary7-'ndeed the datastrophic-

nature of recent events, he argued, we desperite-y need to challenge

our established assumptions and theories (Woodward 1960, pp. *; During

the past dOpade, historians have begun to respond to this challenge.' In

their search for more syttematieand explicit ways of explaining the

phenomena of the peat, they have.injected i'groWinq ferment into theirs

discipline. Woit only have they demonstrated &serious interest in

hitherto neglected cultures and civilizations, especially those of Asia

and Africa, but they have developed new frameworks%for research and

teaching that have revealed;preViouily unnoticed interrelationships

past events and 7tressed the inclusive, synthetidnature.of'His---

torical studies. In the prOcess, they have turned more smidmore to

methods and concepts suggested by the work of social scientists. From

colleagues in-other disciplines, bistorians.have appropriated concepts

suCh as "relative deprivation" and ''status inconsistency." At the same

time, they have borrowed techniques that have allowed them to open up
,a

such novel areas of investigation. as "psychohistor$ and "cliometrics.4 "

Advocates of interdisciplinary research and teaching have long

proclaimed their approach to be a panacea for many, of our acadeMiC ills,

whether at the' high school or college,. level.' Yet actual performance

in the classroom has'seldom lived' up to,hopes and expectations, simply

31
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because, innovative techniques are never easyto put in4practixe. None-

thel.ess, ateacherhas muth,to gain from a direfully planned interdisci-

plinary approach that brings together the persPectives of all relevant

disciplines around a given theme.or issue. This is especially true when

we try co comprehend a"complex subject such as revolution. '(For some

suggestive comments in this regard, see Stone 1966.) In recent centuries

1,tevolutions have assumed a wide vatiety of forms, and each revolutionary

.

explosion,has displayed so many different facets that only a broad inter-

disciplinary approach.can properly treat them all.'

Teachers who want to devise wide-ranging classroom strategies on a

particular revolutionary experience will find a large body of theoretical

literature from which to draw ideas for their instructional units. Since

1960 social scientists have published numerous books and articles on this

provocative subject. (Informative supplements to Lawrence Stone's evalua-

Ce tion of research in the social sciences can be foundis Kramnick 1972

and Zaqorin 1973.) The results of recent research ar.inciw beginning to be

synthesized, especially by politicaWicientists,ane you should familiarize

yourself with this litekature before you attempt to teach the interdisci-

plinary unit outlined below or try to devise similar units of your own.

(Hagopian 1974 provides a' well-balanced, comprehensive synthesis of exist-:

ing concepts and theories. Green 1974 offers a more compact introduction,
4

while Leiden and Schmitt 1968 contains a readable urinary with illuminating

20th-century case studies. ,Gorr 1970 and Johnson 1 6,fiave become Stand-

ard references. All of these volumes include extensive bibliographies.

Friedrich 1966 and Calvert 1970 can also be read with profit. Paynton

and Blackey .1,971 is a handy reference, for it reproduces nearly a score

of key journal articles and mouograpnit eiterpts.) You should always keep

in mind the work of historians.who have successfully employed an inter-

disciplinary,approach. Good results.are Seldom obtained by a direct

application of social science theories to traditional historical problems.

Historians have been most successful in this fieldwhen they havq; in the

words of H. Stuart Hughes 1966, permitted,their "thought to be informed"

by'social science concepts, or when they have allowed those concepts to

guide them toward new ways of examining old questions. A stimulating

example can be found in. Robert C. Tucker's recent biography of Stalin

On 04csz
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(Tatker 1973; He has employed an immense body of detailed testAmony

debut Stalin's life together witetEid-jormulationS of such pioneers of

psychological theory as.Eric Erikson to analyze the dictator's political

personality and motivations.

Overview of the Lesso

The terroday unit suggested here,is not in any sense exhaustive. It

is designed to offer an illustration of how insights and techniques drawn

from, other disciplines might be employed in the context of historical

studies. It explores four basic questions: What is the essential nature

of'a revolution? What are_the conditions that tend to'produce a revolu-'

tionary explosion? What, specifically, is the causal pattern of the

American Revolution? and, How revolutionary was the American Revolution?

These issues have been chosen because they have all been objects of on-

going scholarly debate, because they lend themselves readilyto Meaning-

ful interdisciplinary approaches, because they can be incorporated into

sa,ndard high school history courses without undue "difficulty, and because

they 'easily provoke fruitful discussion even among students who'have

limited knowledge of the American or any other revolutiOnary experience.

Of course, the exercises presented in the following pages do not encompass

every ramification of 0these topics. Nor do they treat all of, the aspects

Of the American Revolutioll that might be dealt with from a social science

perspectiver,suoh,theite4 include the role" of ideology, the characteristics
. .

of revolutid ry leadership, and the impact of the crowd. (Other possi-

bilities can be derived from a reading of Norling,1970. Chapter-IV has

a provocative title, "Are\Revolutions Worth Their Pride?") You might

also wane to consider aPproaching such topics from the pdiapective of

the humanities, in which Nye(1960) can provide a good starting point.

Class opinion surveys, full -class discussion, reading, essay-
4

writing, and'possibly some teacher Mini-lecutures are the techniques
4

employed in this lesson. The inquiri, approach used is ratheetIghtly
vstructured. At least the initial questions that give direction to each

day's activities should be posed by the teacher. The teacher should

also play an active role in helping the students clarify their ideas

about revolution. Considerable directiori from teacher will probably

00037
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also be necessary during the class's examination Of the possibilities

and limitations of the principal social science aoncepts and _theories

involVed. Sufficient structure during the first six days of the unit

should ensl)te more fruitful class discussions and individual'stUdent

contributions during the more open-ended concluding days of the unit.

Learning Objectives

Knowledge

The strident will:

1) understand the basic nature and causes of revolutionary
explosions.

Ike
2121 -`Arrow the historical pkocess that led to the *merican.

F.

Revolution.

" fd

grasp the fundamental character of the American Revolution
as well as its long-term consequences.

SkillDeVelopment

The student will:

1) formulate explanatory hypOtheses about major historical
problems (in this case, the nature,. causes, and meaning of
the American Revolution) with the aid of social science
concepts and models.

testand evaluate tentative' hypotheses through gathering.
and analyzing relevant evidence.

formulate and defend personal conclusions about major
historical problems.

Affect

Thestudent will:

1) re-examine and clarify personal attitudes and values related
directly to the general phenomenon of revolution and to the
American Revolutibn in particular.

'2) empathize with the problems and needs of the British as well
as the rebellious colonists.

3) re7eValuate Personal attitudes toward contemporary political
and social issues in light of an enhanced understanding of
the American revolutionary experienc4.

Sample Lesson

I a

This lesson'is designed for use over a period of approximately ten

class peripas and-provides resources, that blend the contributions of

ii
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historians with those of social scientists. You will probably want to

reproduce classroom quantities of all four documents at one time before

you begin fhe leison, although only Document One will be passed out the

first day. Also, you will probably want to collect several of the refer=

ences mentioned in the lesson and have them available in the 'clasroom or

library for students to use in writing their essays: ..Students will also

need their,Igular Ameiican history textbooks for basic information on

the American Revolution.

Day One
.

On the first day, give copies of Document One toyour students. It

is a description of revolution,written by an historian on the basis of

what he has-leaxped from his students about their fundamental preconcIptic s.v 0
All the statements in the parIlkapts are'regafded'by experts as either in-

2

i correct or, at best, oversimplified. (For an analysis of-the paragraph,

see Gustayson 1955.) Without providing this information,.ask your students

to consider each assertion in turn, writing on a separateeheet of paper

whether they regard it as "largely true" or "largely false." Explain to

the students that thi. is. not a test., but simply.a means of helping them

to-examine their. assumptions and attitudes about revolution. When the

studenti are finished, collect Ile answer sheets (they will be used again

on the last day of the lesson). s.

At this point you might try to stimulate diSaussion about the nature

of revolution by taking an informal poll, of the class and writing the

totals of student responses to Gustayson's paragraph on the blackboard.

Ask individuals to explain why they consider a given proposition'to,be

"largely true" or "largely false." As you probe, more deeply.into their

preconceptions about revolution, you can introduce new assertions-into

the conversation,. For example, you might want to find, out how your students

would respond to the notion that "in a revolution, the typical leader Y

can usually be detcribedas.an embittered failure or bloodthirsty lunatic."

Whateverotheir reactions, you should use this initial exercise only to

raise questions and not.ta point the class toward final conclusions.

oRf18439,
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1,4 relatively, simple framewoik of analysis devised by an h.4,,stO ian,_spe
. e

Gottschalk1944,) Begin by giving,Documont Three to the class allowing.

ample timelibr the student; to read the explanation of the J -ct\rve concept.
* (

. ,

`Discuss the concept thoroughly, making certain that everyone understands

.

36

Day Two

A

'Devote the second day to the'problem of defining a revolution. You

might begin simply by asking your students to tUmmarize their own thoughts.,

You will probably discover that they hake a very hazy conception of revolu-
.

tion and will tend to use the word rather,loosely. As they gradually piece

together a working definition,' write the key ideas On. the blackboard. They

may want to eliminate some initial suggestions and add others as their

definition unfolds. '

After the class has arrived at what it considers to be a satisfactory

'definition, pass out Document Two. It contains, various definitions put

'forth by political scientists. (For your own background, you mAr want to

tad the explanations of these definitions in the works of the various

authors.) Ask the claseto oompare these definitions with the one on the

blackboard. Be sure that every student understands the meaning of all

the involved. '.Have the claw -focus its atteniioh'on the differences
4,

among the various definitions. Ask them to explain why such differences

exist and what common denominators they can discern. The 'class should use

these social sciencedefinitions to test--and if necessary modify?-their.
,

own. The exercise will help your students to grasp the complexity of

andand to realize that even the experts.cannot

fully agree on what is involVed'in a revolutionary situation.

Day Three

ClasHroom actiVities for the third day are built around Document

Three, Which directs students to the question of revolutionarykcausation

-through'a consideration of James.C. J-curve hypothesis.' (For a

the historical procese-that Davies is trying .to describe. (Again you may

wish to do some special reading on his ideas in preparation for classroam

discussion.. See Davies 1962 and 1967.) It might be helpful to illustrate

the J-curve with ore or more of the case studies eMploye)x,Davies himself.

sa
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prevent students froi making .a,Univeneal link between' abject poverty

and the outbreak of revolution. ke sure to .call their attention to the

social statqs of such founding fathers as George Washington as well as

the prominent role that thriving pOston.merchants and large landholders

from tidewater-Virginia played in the break, with England. -Revolutionaries

often come from relatively prosperous and socially Mobileesegments of

the population, and Daieil J'curve offers one possible explanation of

I

Remember that he regards the theory as psychological rather than socio-

logical or economic ill nature, even though he has only been able to pro-
f,

vide economic data to ,support it. (Helpful evaluations of the J-curve

:concept arercoritained in Stone 1966, pp. 171-72.and Kramnick 1972', pp.41.)

(-
Davies' model has been selected because it is relatively easy tb

grasp. Other social scientists have recently attempted to refine the'

,J-curve hypothesis but their theories

concepts that may be inappropriate fog
-

ample, Geschwender 1968 and Tantei and.

theless want to keep the conclusions

,cessions on the J-curve. Whatever its

involve difficult social science

your classroom, ,(See, for ex-

Midlarski 1967.) You may n he-
,

in.mietwhen you lead class dis-

li6itations, the J-curve does

why this. is so.

0 -

'Days Four Thtough Six
fl

Plan to devote dayi '.our through'six to an analyeis of the causestof

the American Revolution. Your students 'should first read relevant sec-

tions:of whate.er textbook you happen to be using. Supplementaty read-

ing might be assig'hed at this point. (A wide variety of supplementary

readings ate conveniently reproduced in Greene 1968,, Berkhofer 1971,
.

Hpokev 1970, and Morris 1967. They all contain material that can be

used tb test the J -curve hypothesis. You should select supplementary

readings,appropriate.to the abilities,of your students and the time avail-
.

avail-

able for decussion. For an appraisal bf recentNtheoretical liierature

and. its possible application to the-American experience, see Greene 1973.)
t-

Your students should try to view the conflict from the British as well.

.as,the American po int of view. When you are satisfied-that they have

pastered the necessary information, ask them tg-analyze it within the

framework.ofthe J-curve. DaVies (1962, p.:15),:has made'some brief

-0 0 0 41
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suggestions "about how the J-curve applies to the background of the

AMerican RevOlution. He points out that an extended period of economic

expansion and political autonomy promoted rising expectations that were

,sharply thwarted by the largely economic regulations impOsed upon the

colonies by the Britiah *government after 1763. He also argues that re-
.

suiting frustrations may have been exacerbated by a substantial decline

in colonial trade with the vie:her country in 1772. Your class should try

to determine what facts cannot be explained by the J-curve model as well

as those that can. Davies himself (1967, p. 255) admits that his theory

does not'provide all of the answers about revolutionary ausation and

your class ,should be made aware of its limitations.
./-
1

In applying the J -curve model to events- preceding the Declaration

of Independence( you will-find that the exercise will aid your *tidents

in visualizing some of the complex patterns of revolutionary causation.

,cancan use the J-curve,to distinguish between those underlying cir-

cumstances that made the revolution possible lwhat experts have come to

'call "precipitants" or "accelerators"). The apo ee of tilt J -curve usually

coincides with the time' when precipitants begin}/ to activate preconditions.

In the case of the American Revolution, this dccurred around the close

of the French and Indian War., Not only did the colonial economy experience

a break in the war-induced boom, but the British immediately imposed tiW

Proclamation Line of 1763 as well as the S/tamp Act on the colonists. The

end of the_J-curve marks that period when/certain "triggers"--specific

events like the so-,called "Intolerable Acts," the skirmishes at Lexington

and Concord, the meetings of the First and Second Continental Congresses,

6 and the Battle of Bunker Hill-acivallY set off the War of Independence.
!

The J-curve will also lead some of your students to re-examine the

nature of British policies and the conditions under which the colonists

lived. Many will then be able to comprehend why the colonists felt

burdened and oppressed, even ,though they probably enjoyed more liberty

and greatei material well-being in an absolute sense than mostjpeopleS

living in Europe-U that time. What-really mattered was how they'per-
--,

beived the situation. Their outlook was colored py a variety offiustra-

tions and fears created in large measure by a J-curve pattern, of events.

The colonists honestly believed;themselves mistreated. They felt that

I

wow
I
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ever - tightening imperial controls would limit their opportunities for

future improvement and that it would be necessary to take up arms to

protect their freedoms. Such convictions obviously played an important

role in the outbreak of the ReVolutionary War. An understanding of how

and why these convictions developed will_affect the students' re-evalua-

tion of the various statements in Document One.

Days Seven Through Nine

From days seven through nine, concentrate upon the impact and legacy

of the American Revolution. Start by having your students read and dis7

cuss, relevant textbook Chapters-and supplementary assignments. (In addi-
.

tiOn to the supplementary reading; suggested for days four through six

above, consult Palmer 1964.) When you are confident that thehave

absorbed the basic facts, give them Document Four, which contains state-
.

ments by historians and social scientists about the essential nature of

the American Revolution. Use these assertions to probe the question, How

revolutionary was the American Revolution? (See, in particular, Wood 1966

y and Billias 1965.) Perhaps your class can agree on which statement best

sdescribes the e ence of our revolution. If not, explore the reasons why

different individuals hold'different views. Try to pinpoint the specific

issues upon which a consensus cannot be reached and then 114.- the class

reflect upon,the character of,Lthose issues. Is there anything about them

that explains the lack of consensus?

On either thi, eighth or ninth day, give the class a writing assigh-

ment. Ask your students to Compose an essay, explaining whether the

- events of thelMerican Revolution substantiate or contract the general

assertions about revolution contained in Document One. Instruct them to

support their general arguments with specific evidence. This exercise

will set the stage for discussion on the last day of the unit;

At the beginning of the last day, conduct a second opinion poll on

the statements in Gustayson's paragraph. Compare the new results with

the original reactions that you received on the first day. Have the class

note any shifts in basic attitudes and ask' individuals to explain why

their views have changed. Their ideas about the American Revolution

should be integrated into this diScussion. Complete agreement on every

QQ9.43
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probably still not be achieved, but this session canprovide stu-

a final opportunity to clarify their thinking about the American

Evaluation,

a.

IYour evaluation of the Student's work should be based upon q combina-
/

tion of their written essalS and classroom participation. As.you make

your evaluations, keep,the following questions in mind: How well did the

students grasp the social science concepts and theories introduced through

the resource supplements? How effectively did they use those concepts

and theories to comprehend and analyze historical data? Did they conscien-

tiously re-evaluate their attitudes toward the phenomenon of revolution in

general and the American Revolution in particular? How well were they

able to defend-their own points of view? Were they able to marshal concrete

evidence in support of their beliefs and conclusions? To what extent did

they grasp the complexity of what they were studying and recognize the

diversity of opinions about particular issues? Did they demonstrate an

ability to interrelate their understanding of the American Revblution with

their grasp of trends and developments in contemporary society? Remember

that the study of history involves mu6h.more than the MeMorization of facts.

Other Uses of This Approach

You may want to use your experience with this unit as a basis for

developing an interdisciplinary approach in other segments of your course.

While the possibilities are limitless, it might be helpful to begin by

applying the J-curve concept to a subject like the causes of the Civil

War or the outbreak of ghetto riots in the 1960s. The J-curve may even

be relevant to situations in which widespread violence or open rebellion

did not occur,. such as the Great Depression of the 1930s. A host of addi-

tional topics could lend themselves to interdisciplinary analysis-of

various kinds. Slavery as an economic and social institution, industrial

growth in the Gilded Age, and the progressive urbanization of American

society come readily to mind.

P.,.
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Document One
Q

"A revolution is caused by the misery of the people. A strong

and tyrannical government persists in its misrule until the people- .

can endure it no longer., Then, moved by spontaneous zeal and righteouS

indignation,- the multitudes rise. They assault the citadels of power

and expel the ruling class in a bloody civil war. As a consequence of

the revolution, liberty is restored to the people."

Carl G. Gustayson. A Preface to History, New York, NY: McGraw-
;

Hill, 1955, P. 98.]

\

5
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Document Two

A

"Revolution is a sweeping, fundamental change in political organi-

zation, social,structure, economic property control and the predominant

myth ofSocial order, thus indicating a major break in the continuity

of development."

[Sigmund Neumann. "The International Civil War." World

Politics, 1:3 (April 1949) 333-34.]

"Rivolution is any sharp, sudden change or attempted 'chang J.,n'the .

location of political power which, involves either the use of the threat

of violence and, if successful, expresses itself in the'manifest and

perhaps radical transformation- Or the process of government, the accepted

foundation of sovereignty or legitimacy, and the conception of the political

and/or social order."

[Adapted from the definition of'Eugefte'Kamenka by Robert Forster

and Jaok P. Greene, eds. Preconditions of Revolution in Early

Modern EUrope. Baltimore, MD: Johnft s Hopkind Press, 1970, p. 1..]0

"A revolution is an acute, prolonged crisis in one or more of the

traditional systems of stratification (class, status, power) of a.

political community, which involves a purposive, elite-directed.attempt

to abolish or to reconstruct one or more of said systems by means of an

intensification of political power and recourse to'violence."

[Mark N. Hagopian. ThaHrhenomenon of Revolution. New York, NY:

Dodd, Mead, 1974, p.
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Document Three

James C. Davies' "J-curve" Hypothesis

1'4--
Expected need satisfaction --11py

Z.
Actual need 0/
satisfaction

z

0/

z
"11

An intolerable gap
mbetween what people'
want and what they
get

A tolerable gap be -

tween.what people
°want and what they
get

Revolution occurs
at this time

Time

According to Davies, "Revolutions are most likely to occur when a

prolonged period of objective economic and social development is followed

by a short period of sharp reversal. The all-important effect on the

minds of people in a particular society is to produce, during the former

period, an expectation'of continued ability to satisfy needs--which con-

tinue to rise--and, during the latter, a mental state of anxiety and.

frustration when manifest reality breaks away from anticipated realty.

The actdal state of socioeconomic development is less significant than'

the expectation that past progress, now blocked, can and must continue

in the, future."

[James C. Davies. "Toward a Theory of Revolution." American

SOciaogical Review, 27:1 (February 1962) 6-7.]

In-commenting on the resulting "J curve" pattern, Mark N. Hagopian

has written: "Constant misery, is no more or less conductive to revolu-

tionary behavior than is constant improvements of conditions. It is

rather the sudden gap between expectations and reality produCed by

cyclic downturn that dissipates confidence in the existing regime....
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Davies thus envisages a point where the anxiety and fear. produced by

sudden reversal of the improving trend becomes` intolerable and the en-

suing frustration makes the government a scapegoat. Whgther it is, in
,

fact responsible for society's recent 'does is not particularly important;

what is important iwthat it is considered so responsible."

[Mark N. Hagopian. The Phenomeriok of Revolution. New York, NY:

Dodd,. Mead, 1974, pp. 151-52.]

'&WO°
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Document Four

"It is true that the French Revolution was a traumatic experience,

which the American Revolution was not. Some have even argued that tle

American Revolution was noxevolution at all because it did not seriously

disrupt the fabric of society; it made no radical alterations in the

ruling, elite; it instituted no terror and produced no charisma. ",

[Carl Leiden and Karl M. Schmitt. The Politics of Violence:

Revolution in the Modern World. Englewood Cliffs, NJ: Prentice-

, Hall, 1968, pp. 10-11.]

o

"There is another category of revolutions, those aiming at, national

independence, in which the American Revolution is seen as a precedent,

since, whatever else it may also have been, it was clearly.a struggle

for independence against Great Britain. The war df independence. was

at the same time a civil or revolutionary struggle between native

Americans.4 ... Americans set up new governments according to new principles,

and to a large extent operated by new men, of a kind who could not have.

achieved prominenc4 had the colonies remained British.... In short, the

revolt in America meetsthe external criteria of a true revolution, and

a revolution in a democratic direction, since*it was a former upper or .

'aristocratic' class that was displaced."

[Robert R. Palmer. "The Revolution." In The Comparative Approach

to AmeriCan History, Vann Woodward, ed. Nea York, NY: Basic,

Books, 1968, pp. 49, 51.]

"The most obviOusTeculiarity of our American. Revolution is that,

in the modern European sense of the word, it was hardly a revolution

at all."

[Daniel J. Boorstin. The Genius of American Politics. Chicago,

I/1: University of Chicago Press, 1953, p. 68.]

4"
"The American Revolution, (J. Franklin) Jameson argued, substan-

tially reduced the prominence, role, and wealth of the colonial upper

classes and accelerated the rise of a middle-class gentry which greatly
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4

benefited from the confiscation of Tory estates, theemigrjation to Canada

of British Loyalists, the removal of the Crown's restrictions on land'

epolonization, and the abolition of primogeniture'."

[Thomas H. Green. Comparative Revolutionary Movements. Englewood

Cliffs, Mi.: Prentice -Hall, 1974, p. 7;]

"'The American Civil War was also a revolution in many ways--much

more so indeed in its effects,than was the revolution declaredin 1776."

[Carl Leiden and Karl.,M: Schmitt. The Politics of Violence:

Revolution in the Modern World. Englewood Cliffs, NJ: 'Prentice-
.

Hall, 1968, p. 13.]



L

CHAPTER IV

COMPARATIVE HISTORY:

SLAVERY IN CUBA, BRAZIL, ANDTHE UNITED STATES

by

Glenn Linden

Introduction

To limit the subject of historical study
'within national boundaries is allays toinvite the
charge, of narrow perspective and historical national-
ism. Historians of all nations have in some measure
incurred that risk, but Americans have been accused
of more thanthe normal share of this type of parochialism.
(Woodward 1968, P. 3), 4

Often they have made claims of distinctiveness and uniqueness about

the AMerican experience that are unsupported by historical evidence.

And too often, they have assumed that the United'States developed

independeritiy of at'of the historical forces that shaped Western

Europe and the icas.

While this as been true of many writers and teachet0 cf American

history-in the p in recent yearsa strong countercnrren stressing

the'comparability of American history has asserted itself. Daniel ,

B6Orstin's study of American history has been enriched by .his knowledge

of European history and he has constantly made refereAces to their '
/

similarities and differences (Boorstin 1960). Louis Hartz (1964) has

made comparative history the basis of his analysis of American life

and asked "how can we have the uniqueness of anything except by con-
.

. t

trasting it with what is not unique. ". Similarly, the works of Robert R.
4

.

Palmer 11959), bavid Potter (1954), and Eric McKitrick (1960) have

benefited from efforts to think in a more comparati4re manner. The words

Of the French Medieval historian, Henri Pirenne, sutra up the feeling of

these and many other historians who are working in comparative history:

-"The comparative method permits history to appear in its true perspective"

49
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Many teachers have begun to experiment with the comparaii4 method.

They have tecognizeethat this method is useful, easily manageable, and
;

able to produce positive results.. And they have seen a sense of proportion

and historical perspective appear as events of,American history are viewed
H'

in a larger context.

A first step for many teachers in the use of comparative history

has, been to select an area and identify the phenomena that are to be com-

pared. This is usually followed by collecting of relevant materials,

noting similarities and differences, and answering questions aboUt origin

and evolution. Sometimes the units of comparison are societies fafre-
,

moved from one another in time and space. In these.sopieties. it id diffi-

cult to find mutual influences 'or common ori94ns. On other occasions the

units of comparison are'geo4raphicalneighbors and historical contemporaries, .

regularly influenced by each other. Often they .are subject to the same

overallinfluences because they tare so close in-space and time. The
,..,"

latter.meth8d may arrive at more.pracise conclusions and its.classifical

tions Can be more rigorous and critical:
,

The following unit attempts to provide materials concerning slavery

in three societies that were geographical. neighbors and historical con-
.

.temporaries--CUba,,Brazil, and the Uni ed States in the 19th century.

These materials can be incorporated iht existing teaching units on the
. .,

pre-Civil War period in American history witi.a:Minimum of effort. Settle-

ment of the three societies began in the 16th and eaily 17th centupies.
. ,

,

Since-labor was expensive and scarce, slavery developed as a way of pro-
.

viding a reliable work fOrce. Early efforpg to use Indian labor proved

unsuccessful and-soon large numbers of African Black6.were being brought

to the New World.

The history of the slave plantation systems of Cuba and Brazil is to

-a great extent the history of Large-scale sugar production. Two-thirds

of all slaves brought to the new world were brought to produce sugar.

Slave'labor was also used to produce a few important staple crops. By

the early part of the 19th century there had been some changes in'agri-

cultural patterns-coffee had be.ome an important crop in Brazil, tobacco
\

had given way to cotton in'the southern United States, and Cuba had de-
,

veloped a sizable urban slave propulation in addition to that involved

0
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in sugar productitin

By, the early' 19th century, however, there mere many challenges'

to the existing slavery systems, To somei slavery was basically im-

moral since it denied freedom and dignity to fellow human beings. To

others, it seemed that slavery had a corrosive effect on the quality

_of lifi in the broader society. However, most thought slavery was an

archaic economic system'that was no longer profitable. -These challemies

were to culminate in the peaceful ending of slavery in Cuba and Brazil
'

and its forceful termination:by a civil war in the United States.

Until recently, there has been little comparative information

ava ilable on the slavery systems in the societies. 'However, beginning

with the work of several historians in the 1840s and 1950s, a clearer

picture has begun to emerge. The fitat workof a comparative nature

was.by Frank Tannenbaum (1946). In it he'pictured African slavery

in.LatinAnerica as a mild institution and attributed its mildness to

the experience of the Spanish and Portuguese with slavery on the Iberian

peninsula. This'thesis was developed further.by Stanley Elkins (1959),

whQ.emphasized-the powet of the institutions of chuich and state in

'hunanizingthe Latin American 'slave system., Later Herbert Klein 96q),

expanded this view in his comparative study of Cuba and Virgi' , in .

which he argued the.: slavery was mild and'humane in CUba.bu harsh And

brutal irh Virginia.

In the 1'960s, however, a number of'historians began t question this
,/

'view of slavery. In a comprehensive stay of slavery in th- western

world, David Davis (1966) concluded that there was no,substan ial evidence

to Move that the treatment Of s laves was better'in Latin rica than
o

in the "United States. An examination of slavery in Brazil by Charles

Boxer'(1962) resulted in his Siscovery of a large number of instances of

cruelty toward slaves: These included cutting the tendons of slaves to

prevent their escape and using slaves as prostitutes in the urban areas.

Furiher work by Stanley Stein (1957) on Brazil and Gwendolyn Hall*(1971)

on Cuba and Haiti added evidence. to the view that slavery was,much harsher

than earlier portrayed; Stein described the brutal punishment onthe

coffee plantations in Brazil, while Hall focused on methods of social

control in the Caribbean, where the average slave workday was 18 to 20 hours.

. (00085
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At present there are two major schools of thought about slavery in

the Americas. One sees it as humane and reasonable in Latin America but

severe and brutal in the Uiekited States. The other sees it as a cruel.

System in both North and South America, but more severe in parts of Latin

America where sugar and coffee plantations existed. Since it is doubtful

that substantial agreement will be reached in the, near future, the debate

will continue until more conclusive evidence is available.

Overview of the Lesson

The following lesson employes historical documents from both schools

of thought on slavery. The firsthree days of the eight-day lesson are

based on the view that slavery was a cruel institution in both North. and

South America. On the fourth day, documents representing the more humane

view of slavery are introduced, and,students are later asked to search

for additional sources of information.

Full-class and small-group diicussion, individual research and

essay-writing, and possibly some mini-lectures by the teacher are the

techniques employed in this lesson. The inquiry approachused is moder-

ately structured. The initial questions posed by the teacher are rather

general and the students are to be given a great deal of latitude in

their answers. It is not the "correctnessu of the answer that is im-

portant, but the students' thoughtful justification for'it. Thereafter

the teacher's role is more that of a classroom resource person than that

of discussion director. The directions of the classroom discussions will

largely be determined by the students themselves, . In addition to,a re-

source person, the teacher should also serve as a probing critic, pushing

the students to support their dohclusions with sufficient evidence.

Learning Objectives

Knowledge

The student will:

1) understand the similarities and differences in sla4ery in

Cuba, Briii4-and the United States.

2) formulate hypotheses and generalizations that account for
these similarities and differences.

o
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'Skill Development

The student will:

1) find evidence regarding slave life in the three societies.

2) analyze and evaluate historical evidence in a manner con-
sistence with accepted historical methods

Affect

The student will:

1) participate with others in the inquiry process.

2) empathize with the problems of slaves, free Blacks, and
whites in the three societies.

Sample Lesson

This 'lesson plan describes an eight-day sequence of activities,.

which Tou may wish to lengthen or shorten, depending on the capabilities

and :,.erests of your students. Before you introduce the lesson, be

sure that you have made enough copies of the first three student handouts

(Documents One, Two, and Three) for distribution to each student the

first day. (Documents Four, Five, and Six might also be reproduced at

the same time, though they will not be used until the fourth day of the

lesson.) You may want to obtain copies of some of the books cited in

the student handouts, as well as other sources mentioned in the References

for this chapter, to have on hand in the classroom for the students to

use when they develop their essays on the fifth through seventh days of

elan.

Olne
/

Day

Explain to the students that they will be studying the institution

slavery for about eight days. Hand out Documents One, Two, and, Three=

divide', the class into three groups; and select a leadee for eadh-groUp.

Ask each group to read all three documents and decide: what geographical

'area and time period is referred to in each document, whether the docu-

ments are reliable as historical evidence, and how representative of each \

society are the conditions desdribed. They will find evidence in each

account providing at least tentative answers to these questions. Urge

them to read these accounts carefully.
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Explain that each group member should-feel free to express his or

her own point of view. The important thing is not the final answer but

that each has good reasons for the answer. These first three documents

emphasize the cruelty and severity of slave systems in the three societies.

(The documents tof be used latermill present a much different picture.)

There should be some disagreement in each group over the reliability and

representativeness of each account. If not, the teacher should raise

critical questions. Document One presents a severe picture of life on a

sugar plantation. Is it too extreme? Is it really possible that slaves

were made to work 18 to 20 hours a day? Students will note that the docu-

ment relates to Cuba in the 1840s. Document Two describes slightly less

severe conditions, but the emphasis is upon supervision and cont.:A. Clues

to location are the reference to coffee plahtations and Portuguese drivers.

It is Brazil in the mid-19th century. Document Three presents a severe

picture of slave trading in the winter in the Old South. It is an account-

given by a former slave, Will Bost. Questions that may occur include, How

characteristic was slave trading? Were slaves ucually chained together?

Theireference to Newton is a clue to the state of North Carolina. It is

in the 1850s.

Days Two Through Four

The students will need to

in their groups. When they are

the groups' answers to the class.

nd at least one day and possibly longer

rea , ask the group leaders to report

Wri e them on the board. See if there

is agreement, among groups. Ask for reds s and evidence. A lengthy

discussion should follow. Then ask student= what differences they saw

between the accounts and how.they would explain these differences. .They

need to think of the differences in the devel

societies.

a,

'At this point, a brief discussion of comparative histo is needed.

Talk with the class aiwout differences of development in Cuba, B azil,

' and the United States. Stress the-Spanish influence in Cuba, the Portu-

guese on Brazil, and the English on the Old South. <other points could

include religious differences, differences in crops, differences in

African origins of the slaves, and differences in political controls from

went of the three
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Europe. (Books that you may want to read for background on differences

include Klein 1967, Boxer.1962, Stampp 1956, and Phillips 1966.)

Now pass out Documents Four, Five, and Six. These documents

present the gentler side of slavery and are at odds with, the first three.

Ask the students to read these new documents and, while they are doing so,

think about the following: Imagine you_. are being brought

as a slave in the 1850s. Based on what you know from all

to which of the three societies--Brazil, Cuba, or the U.S.

to the Americas

six documents,

South--would

you. prefer to be sent? Give the students the remainder of the period

to read Documents Four, Five, and Six and ask them to be ready to make

a decision at the beginning of the next period.

Days Five Through Seven

The next day, ask the students to choose the society in which they

would prefer to be slaves. Then ask each to gather available information

about, his or her preferred society in order to determine what his or her

life would be like. Each is to write a description of a day in his or

her life as a slave, based on available data from resources in the class-

room and library as well as on' their imaginations. Wherever possible,

include such items as job, family, food, and education.

It is important to emphasize the fiCt that there are no right answers

to this exercise. Otherwise students maybe uncomfortable with their

descriptions when thesediffer from those of their fellow students. The

important thing is the process not the Tmoduct. 6
, .

As students, work, circulate among thei and help them clarify their

ideas. You may want to'refer them to Harriet Beecher Stowes' Uncle

Tom's Cabin (1965) as the effort of one woman to picture the life of a

slave. Other good references for students'include William Styron's

The Confession of Nat Turner (1967), Fredekick Douglass' autobiography

(1970), and Solomon Northrop's Twelve Years-as a Slave (1968). Edwin

Fenton's Tradition and Change in Four Societies (1974) includes a section

on Brazilian slavery. It would also be useful for you to have copies

of the books by Klein (1967), Boxer (1962), Stein (1957), and Hall ,(1971)

for use in your room or the school library.

0059
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Students will be gathering information and writing, their accounts

fcit the next few days. They ould study the documents carefully and

1

d any information that is a ilable elsewhere. It is important that

e documents` be closely ex nod since they contain much useful infor-

tion.

Day Eight

After they have completed their work, ask a few students *Scribe

their lives as slaves. Be certain that you,have at least one fro\ each

society. Ask other class members who wrote essays on slaVe life the

same society if they agree with the descriptiohs presented. How ealistic

are they, both factually and emotionally? Ask students who wrote essays

on slave life in the other societies whether, after hearing the re rts

on a different society, they still think the society they chose wo ld be

preferrable. What are the good aspects and bad aspects of slave life in

each society compared with the others? A listing of differences and

similarities on the chalkboard might be used to summarize the lesson.
, -

(The lesson might be extended, if interest persists, by generating

hypotheses about the implications of the differences and similarities for

present-day life in the three societies.)

Evaluation

Each student's participation in full - class and small-group discussions

as well as his or her essay can serve as the basis for evaluation. Full-

class discussions provide the opportunity for the teacher to observe most

students' abilities related to all\\the lesson'objectives: to compare

three societies, to form hypotheses\and generalizations, to find and use

evidence, to participate with others\in the inquiry process, and to -em,
.

pathize with the problems of slaves and others. Small-group discussion

may show especially the students' abilities-to share in the inquiry pro-

.cess and to analyze historical documents. The essay should, demonstrate

students' abilities to find and use evidence and to empathize with the

problems of,slave life.
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Other Uses of This Approach

As mentioned earlier, there are many topics in American history

that lend themselves to a comparative treatment. The American Revol-_

ution can be used as a springboard to a consideration of the nature

of revolutions and the factors that lead to revolutions.. A good source

for.this comparison is Robert R. Palmer's Age of Democratic Revolutions

J1959). Another area for oomparisonis urbanization. In the 19th

century the U.S. wentlphrough.a series of problems related to the groWth
/

of cities. Many other societies--European, Asian, and African--have

had similar problems and it could be fruitful to examine the factors/that

led to U.S. urban growth and the similarities and differences betweein

urbanization in the U.S.. and other societies. InduatrializatiOn presents

similar possibilities. Since France, Spain, Portugal, Denmark, and

England were closely involved in exploration and colonization of a New

World, a careful look at the different patterns and those nations re7

sponsea to similar problems can shed new light on this period.' Also,

the Westward Movement, Reconstruction, and reform movements offer other

possibilities.
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Document One

"The workday during the grinding season on sugar estates ...

reached twenty hours. A traveler during the 1840s reported the

incessant sound of the whip. 'Indeed, it was necessary to keep the

poor wretches, awake.' Toward the end of the grinding season, even

the oxen were reduced to ,'mere skeletons, many -of them-dying from

over-labor; the negroes are allowed but five hours Bleep.' Other

reports indicate that four hours sleep was considered sufficient for
06

a slave, and that twenty hours a day for five to seven months out of

the year was the, normal working day. Even on one well-run estate,

which had a humane manager who had been with the family fr thirty

years, only three to four hours sleep,was allowed during the grinding

.season. The manager explained apologetically that the work could not

be carried on,with less labor. When the manager of another estate

was asked whether the slaves liires were shortened by lack of "cap

during crop time, he repled 'without doubt (sin duda).' Keeping the

slaves constantly occupied was also justified as a means of keeping

them out of trouble. Cuban planter were amazed when informed of

the amount of leisure that slaves in the United States enjoyed after

their daily tasks were finished. They could not understand how the

slaves remained,disciplined with so much time on their hands."

.[Gwendolynr14illo Hall. Social Controlin Slave Plantation

Societies: A Comparison of St. Domin and Cuba. Baltimore, MD:

Johns Hopkins Press, 1971, pp. 17-18.
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Document Two--

"Constant supervision and thorough control through discipline

joined to swift, often-brutal-punishment were considered an absolute

.

necessity on coffee plantations... On isolated fazendas amid numerous

slaves, planters perceived the precariousness of their situation. Many

'declared openly 'The slave is our uncompromising enemy.' And the enemy

had to be restrained and kept working on schedule through fear of punish-
,

went, -by vigilance and discipline, by forcing him to sleep in locked

quarters, by prohibiting communication with slaves of nearby fazendas,

and by removing all arms from his possession...

h.

Most visible symbol of the master's authority over the slave, the

whips enjoyed several names: there was the literate term schicoti' for

what was usually a five-tailed and} metal-tipped lash, colloquially known

as the*'codfish' or 'armadillo tail.' Probably because Portuguese drivers

went armed with such cat-o'-nine-tails, slaves tagged it with the name of

the favorite article of Portuguese diet--codfish . . not sheer per-

versity but the desire to drive slaves to work longer and harder moti-

vated liberal useof the lash."

[Stanley Stein. "Negro Slavery in Bratil: Harsh and Cruel. ", In
&Century of Brazilian History since 2865, Richard Graham, ed. New
York, NY: Knopf,- 1969, pp. 62-64.]
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Document Three

"I remember wheri I was a little boy, about ten years ago, the

speculators come' through Newton with droves of slaVes. They always

stay at our place. The poor critters nearly froze to death. They

always come 'long on the last of December so that the niggers would

be ready for sale On the first day of January. Many thetime I see'

four or five of them chained together. They never had enough clothesN

s.

on to keep a cat warm. The women never wore anything but a'thin

4ress.and a petticoat and one underwear. I've seen the ice balls

hangin' on to the bottom of their dresses as they ran along, jut

like sheep in a pasture before they are'sheared. They never wore any

shoes. Just run along on the ground all spewed up with ice. The

speculators always rode on horses and drove the poor niggers. When

they get cold, they make 'em run till they are warm again....-

"Us poor niggers never allowed to learn anything. All the readin'

they ever hear was then they was carried through the bJg Bible. The

massa say that keep the slaves in they places. They was one nigger

boy in Newton who was-terrible smart. He learn to read and write. He
1

take other colored children out in the fields and teach em' about the

bible, but they 'forget it before the'next Sunday.''

[Norman Yetman. Life:vunder the "Peculiar Institution": Seleciions
froth the Slave Narrative CoZZedtionst New York, NY: Holt, Rinehart
& WinSioh, 1970, pp. 35-36.]
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Do ument Four

Employed_ n every conceivable industry and profession in the urban

centers and herrily engaged in a multitude of rural activities from pro-

duce farming tb cattle raising and bee keeping, the African negro slave

lived in a rich world of economic opportunity'. Wages for skilled labor

high throghout the colonial period and thiswere coupled with the great

demand for ski is and the possibilities for private and self-employment

allowed a larg amount of private we lth to accumulate in the hands of

slaves. From this wealth came the capital for self-purchase and"for a

I .

multitude of amenities that relieved the daily burden of slavery. Even

in the remotest, rural areas, Catalan innkeepers kept the rural slaves Well

supplied with aIhost of products for their ready cash, including hard

liquor and in the urban areas, entire sections of the town were filled

with canteens and taverns that catered primarily to the monied slaves.

"This abundance of economic opportunity not only provided a largi

reserve of private capital for slaves, but it also left them with a rich

industrial heritage. The master's investment in'the training and education

of his slaves of course gave the master a large return on'his capital,

but it also left the slave endoWed, with assets that\would last him a life-
.

time. All of this,made"for an easy transfer from slave\status to free.

Working in every industry as freedmen, the slavesonce emancipated or

having purchased their.oWn freedomr-simply continued in the same economic

occupation as before, often even in the same factories and shops."

[Herbert S. Klein. Slavery in the Americas: A Comparative Study

of Virginia and Cuba. Chicago, IL: University of Chicago Press, 1967,

pp. 162-63.]
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Document Five

"The lot of the Brazilian slaves was rather better than that of

their fellow bondman in the United'States. Three most important factors

bearing upon the subject-remain to be considered; and these should not

only remove all question regarding the pelative positions of the

Brazilian Empire and the North American Uniomwith reference tq the

matter under consideration, but should lend strong support to lkhe view

that the Brazilians treated their Afridan BonaMen better, on the whole,

that any other nation.

"One of the factors was the unifying influence of. till, Roman

Catholic Church, with which the casual and diminishing pareplayed by

the Protestant groups in the Southern United'States offers no compari-

son.'. At a very early period it became.customary to baptize all Re

from the Portuguese colony of Angola before placing them on the sla

ships; .and the law required that all other slaves be taught certain

prayers and be baptized within .a year after' arrival from Africa. Though

Many masters complied with this requirement rather tardily, they rarely

evaded it completely, for to do so was in opposition to public opinion .

Children of slaves were usually christened promptly after birth, taught

o the catechism like the children of the,free, and in due time, were re-,
'-

ceived in full'membership into the church.

"After this, they regularly went to mass and confession, and

partook of the sacramentlfor all:of the large plantations'were supplied

with chapels and priests. Like the free, they ma religious societies,

which they themselves officered] and pious slaves gladly contributed of

their savings towards, ttie decoration of images of the saints. .And

68
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Document Five -2-

finally, the law required that when tha slaves earthly labors were ended
4

he be buried, like his white master, in consecrated ground.

"But church membership not only classed the Negro as a living soul

capable of salvation. It gave him in the priest a counselor whose influ-

was,laigely fdi the good, and a friend to whom he could appeal for

protection against injusticerefor the kindness of the Brazilian clergy to

,

their own slaves was proVerbial; Most imiortant of all--and most difficult

fully to evaluate beCause of the influence was so subtle--membership'in

the Roman Church bound the slaves-with'all the power represented by that

Organization-to white Brazilians in a brotherhood based upon the recogni-

tion of God as the comaion.father."

[Richard Graham, ted: A Century of Brazilian History since 2865,
New York, NY: Knopf, 1969, pp. 56-57.J "1'..
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Document Six

"Several thousand slaves were hired in, Eastern Virginia, during

the time of my visit there. The wages paid for_able working men, sound',

healthy, in.good condition and with no-especial vices, from twenty to

thirty years old, were from $110 to $140; the average, as nearly as I

could ascertain, from very extended inquiry, being $120 per year, with

--board and lodging and certain other expenses. These wages' must\repre-

sent exactly the cost of slave7labor, because -any considerations which

would prevent the owner of a slave disposing of his labor forthose

wages, when the labor for his own purposes would not be worth as much,

\
are so many hindrances Opon,,the free disposal of his property, and

thereby deduct from its actual value, as measured with money.

"As the large majority of slOes are_.employed in agricultural-.

.labor, and many of those hired at the prices I have mentioned, are taken

directly fromthe labor of the farm, and are skilled in no other, these

wages represent the Bost -of agricultural labJr in Eastern Virginia. .

4

"In -New York, the usual wages for similar meh, if Americans, white

,
or black, are exactly the 'same:in the money part; for Irish or GerMan

laborers the- most common wages are $10 per month, for summer, and $8

per month, for winter, or from $96 to $120 -a year, the average being

about $108.

"The hirer has, in addition to paying wages lor the slave, to

feed'and to Clothe hims*the free laborer requires also to be boarded,

but not to be clothed by his employer. The opinion is universal in

Virginia that the slaves are better fed than the Northern laborers. This

is, however; a mistake, and we must consider that the board of the
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Document Six -2-

Northern laborer would cost at least as much more as the additional cost

of clothing to the slave. Competing man with man, with reference simply

to equality of muscular power and endurance, I thi all these things

considered, the wages for common laborers are twenty-five per cent higher

in Virginia than-in New York. But let it be supposed they are equal."

i

[Frederick Law Olmsted. A Journey in the Seaboard States. New
Yorkl, NX: Dix & Edwards, 1856, pp. 185-86.]
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CHAPTER V

GRASS ROOTS HISTORY'

by

Fay D. Metcalf

Introduction

Grass roots history is rapidly gaining a degree of respectability

which it lacked for many years. This is the case both among professional

historians and teachers of history. It goes )::$1, many names--grass roots

history; local history, localized history, corknunity studies, and history

from the bottom up. Whatever it is called, its increasing popularity is

a recognition that much of the history of the American people has been

overlooked through the traditional emphasis on national -histcry and the

great men of the past. It is a belated acknowledgment that the "anonymous

Americans," as one histOrian has called them, are also an important part

of the American,past.

Many people, "teachers alike, --are still 'the-habit =

of thinking,about American histpry in terms of Ithe history_of the nation.

They feel that an historical event, a persons or a place is to be judged

significant if it, he, or she in some way contributed t& "textbook his-.

tory," to history on the national level.. By that standard the lives of

most people are not judged to be historically significant. This national

bias is Still pervasive, especially in Iiistory clasStooms, and is still

the major source of resistance to local history. But the question is not

whether national history is important. Rather,' the question. is whether

national history is the only useful. perspective from which to .view the

American past..

Crass r. ots history is the study of the past from the perspective

of a particular place. The place may be a rural community, a. town, a

larger city, or an urban neighborhood. Grass roots history is concerned

with the people who lived there and what happened to them. Then, is it

not limited and parochial? Is it not "mere antiquarianism "? In some

cases, it may be. If the questions asked about the locality are limited

and parochial, the results may only be of interest to the person, who is

69
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asking them. They may not always be very important to him.

The value of grass roots history depends largely upon t

)

/kind of
questions one is asking and the framework within which they are being

asked. One student may he interested in the history of a / particular
, ,---

family within the community because he is a descendant A that family.
i

His questions may,reflect only his aqn need for identity. Another stu-

dent many not be personally concerne about a sing 4/family, but may

be interested in .a family as one of s veral belonging to a particular

ethnic group. Within this broader framework, Oa may ask questions about

how German or Irish or Italian families faredn the community. Still

other studentg-may be even less interested ill* the family itself or its

place in the community but still find its ekperience useful for examining

a question such as how farmers adapted to the particular environment of

the area. Local history does not have to be parochial.

'Finally, no locality is an island unto itself. It shares in the

broader cultural, economic, political, and social history of its sux-

rounding 'environment. Much of its ,history was influenced by that larger

envirofisient,,Thus it is clear that any canbe.- .examined'as'a case

Stliely:that/haOiroader significance becaUSe otherSiMiIar,:casesexisted

elsewhere. In this sense.; local history is an entry into the histori of

the immediate area, the regiori, and the nation. If it is compared to

other localities in other.doUntrieS, it:can even become the basis for

cross- national studies.

The preceding three chapters each described a single teaching lesson

exemplifying a dgeerent apprOach to American history. This chapter in-

stead presents several types of in- and out-of-claSsroom activities that

could be used to teach grass roots history. The activities incorporate

both structured and unstructured. elements. 4

' Learning Objectives

Even though several activities are suggested here,- their objectives

are presented as a single set. This is because the learning/teaching

objectives of all branches of grass roots history a±e very similar.
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Knowledge

The student will:

1) know that no place is an island, no person is wholly unique,
and that nothing happens in a vacuum.

2) know that all current public issues have historical dimen-
sions and must be viewed in s broad context.

3) know that primary materials are the special tools of grass
roots history.

Skill Development

The student will:

1) use card catalogues and periodical indexes.

2) read for understanding such documllts as old newspapers,
abstracts of deeds., county CommissAoner meeting minutes,
maps, census data, and election records.

3) use appropriate-techniques in conducting, transcribing, and
analyzing oral interviews.

4). develop and evaluate questionnaires.

5) validate and ;classify 'historical data.

6) , write summaries of findings in a manner which is interesting
to readers outside -the school environmentr:---

7)---develop alternative modes of presenting researched materiali.

Affect

Thsstudent will:

1) attend carefully when seeking information.

2) appreciate the diversity of life styles and cultural patterns
exhibited by individuals from other groups -- religious,, social,
age-set, economic, and so on.

t

3) \ assume responsibility fdr setting others at ease.

'4) `assume responsibility for completing a project of his or her
own choosing.

Doing Grass Roots History,.

5

The stage is set. Here is a town, community, large city or urban

neighborhood. It has a history. How do we study it? How do we organize

that'study? This is'determined by the particular style of the teacher

offering the unit or course, the organizational constraints of the school,

and the size and age of the community.

00074
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Two Courses

A 'highly structured course that fits local history into the chrono-

logy of a traditional American history framework has much to recommend

it The Oliver Ames High School in,North Easton, Massachusetts, divides

its local history course into units ranging from one to four weeks each.

These include: Geographic Background, The Indians of.the Area, First

Settlers, Background Sequences, American Revolution, Post Revolution to

the 1850s, the Civil War, the Gilded Age, 1910 to 1945, and Since World

War II. The merit of this approach is that the students have already

had a survey of these topics the previous year and can apply this under-

standing while they are looking at the experiences of North Easton. This

approach also avoids the danger of provincialism that haunts the academician

who finds himself interested in local history, since every topic is part

of the larger nationai picture. (Pratt and Haley 1973)

A second approach is regional rather than national in scope. At

Boulder High School in Boulder, Colorado, Grass Roots History is offered

as an alternative to the regular course in the American West. This course

is similar,tp the Oliver Ames course in its first two sedtions--a first

unit-'on Habitat and Environment- end a second unit-on,ihe Native Ame Cana

of the ROcky Mountain region. The remainder of the course is verydi ferent.

The colonial period studied is that of the Spanish, and when students alk

of the Revolution, they are more likely bibe referring to the Mexicy Revo- //

lution than the American Revolution. The emphasis is on regional,deve1óP -

ments.from the middle of the 19th century to the present. After the intro-

ductdry units and several periods spent on skill development, the students

devotithe last 12 weeks of the course to historical research. This takes

the form of a variety of independent projects, each of which explores an

aspect of Boulder history that can be related to the larger history of

the region. Some recent topics have been the local development of ranching

and the life styles associated with it, the evolution of farming techniques),

a comparative study of the image of the Westerifbadman in history and fic-

tion and the career litf a particular outlaw buried in a local cemetery, and

aistudy that traces the ethnic composition of Boulder during different

stages of its growth and relates these changes to regional history.

During this time the students meet in the classroom three days a week

4
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for ponferenced, special audiovisual and speaker presentations; and

small-group work for specialized research and training in specialiied

skills.. Each student, individually or in small groups', must complete

two projects each semester. These are presented to the class and to

,elementary schools in the district and are copied for deposit in the

'school and public libiaries.*-

WrittenSources for Local History

However you decide to structure your class's venture into_grass

roots history, you will undoUbtedly want to employ some-documentary

source material.

Town, city, and county histories are found everywhere. While

some are excellent, most are slanted infavor of the leading citizens

and overemphasize the importance of particular local achievements.

Still, all of them are worth examining, since they do give vital infor-

mation on other sources and convey a sense of how some people in the!,

community viewed themselves.

State and-regional histories have usually :been written by:prom,

:.sessional historians and are factually accurate. ,These.,A took maybe

read for background infprmation. Most states have guides that were

written as part of the Federal Writeri' Project of tht Depression

Era. They provide a combination of histOry and tour information and

may be a useful starting point.

Anniversary booklets have been published by-towns celebrating a

jubilee or centennial and by businesses celebrating their own longevity.
o

While usually self-congratulatory, both of these sources often have

important information that can be of value to students. They also

contain some excellent collections of old photographs.

Local newspapers are probably the most fruitful source of informa-

tion. Those that have been in business for a long time are proud of

their collections and are usually generous in allowing students to use

their libraried. State and local historical societies usually have

microfilm copies of the papers publislied in the local area. Not only

.7;411 you would like more information on this project,. contact Fay
Metcalf at Boulder iColorado) High Scho 1,.(303) 442-2430.

t,
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dO the news stories and editorials invite attention, but alsothe ad-

Yevertisements and featureS. These tell students a-great dea About

everyday life and about the values of the people of the time. They

frequently have large photograph collections and most of them allow

students to.make their own copies.

Family historiei are also great sources of information. Students

will enjoy doing their own, and they will find that analyzing the re-

sults of severe; studies will-tell them a great deal about their local

communityeven when many of them are relative newcomers.. Many libraries

have holdings in genealogical records. While some are Only a record on

"begets," most of them also include some information on community. history.

Similarily, family albums also include useful information. Often there

are photographs of the town in various stagesof its growth and mementos
,

such as programs from fraternal lodge activities, high school playeand

dances, and special:civic celebrations.

Letters, diaries, and journals are more difficult to loCate than

published,materiali, but when available they are sources of great impor-

tance. Students, when,they-becomeexpited,aboutthe.sdbject,often tur!,.,

up, stich is;froMthetie'Tthat*d, flavor of thd,,everidaY lifer-

of the comMunity can be found. People often write ideas'in a diary that

they would be reluctant to discuss in p41ic.

BuSiness records, club yearbooks,' and school annuals are other

sources .for specific information. They:oftenive brief but:aspecific

informatiOn'About individuals as wellNsAdscriptive materials about

prices, styles, and the general concerio of a community: The economic
,*

_viability of a .community can be juilged from its bOsinesis records; the

ethnic makeup of the community can be discerned from its yearbooks.

Although public records are another important source of information

in any local area, students often find them diffilult to use. TOo

often, those charged with custody of thesepapers'are ovetWorked and

unable to handle the many requests for use made by students.. Teachers

should alert their students to the fact that sdme recorde are not avail-
.

Able for pUblic'scrutiny. Many records, however, are public property

and these should be used. The County and City Data Book is published

"lieriodically by the Social and Economic StatlasUca,Admi4stration,

d00'77
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Bureau of the Census- Demographic studies provide a "fix" on the

community. When statistics are compared over many decades, one

begins to get a-real sense of given locality.

Oral History

With the arrival of the cheap and easily portable tape recorder,

oral history has become very popular in the schools. Widely used for

Many years by countless teachers to develop a student's sense of the

implications of the, Great Depression, the home front during World

War II, or the response toethe:Vietnam War, the technique has even,

greater possibilities in the study of grass roots history.

Students should, however, have training in the proper use of the

machine and in interviewing techniquesliefore they go out into the- '

g

field. Both Tyrell (1973) and Baum (1974) are usefUi for this purpose.

The following guidelines have been adapted from-their works and will

be useful for teachers planning to use oral history in their classes.

Before the interview, have your students do the folloWing things:

1) Contact thenarrator,:by,letter,,,phonecalk, nr,inperson.
GiVetheloierson a geheiatI4iof whatow,Aloulo:Atk

TkIASktb not-govintodetailvTou-do'not want the'harrator
to have_a polished 'speech prepared.

DetelAine the general type of ihforMatiorvoyou are after.
Do your homework, especially if you are going to esk
about mining or farming or some other topic about which
you knOW little.. Make an outline of the general kinds
Of information you want. Not only will this.give you
confidence if the interview tends to lag, but the in-
formation you are able to obtain will be much more useful.

3) Practice asking questions that permit you to control the
interview. By the questions you ask, you can keep the
narrator talking about the topic of interest, avoid straying
from the topic, or change the topic.

4) Practice over, end over again with your tape recorder. You

do not kvant to fumble with the machine, making both you and
thenarrator nervous, and you do not want to end up with a

blank

5). Remember to take a release form for the narrator to sign and

an extension cord. These are always important. (A sample

release form is shown on page 77 in Figure 1.)

-6) Always have extra good-quality tapes with you. A 60- to

90- minutr mylar is a goOd choice for oral history.

"l'" )00078
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Suggest the following guidelines to your students for conducting the

interview:

1) Spend the first few minutes of your appointment in general donver-
sation. ,You might wish to play the recorder during this and then-
ploy it back so that both'you ihd the narrator know that the re-
corder is working properly.

2) Be an active listener. Find out why? how? when? where?

3) Don't interrupt a good story with questions. Instead jotdown.

Some notes so that you may ask the questions later.

4) Don't worry about silences- -allow the narrator time to think.

5) Don't switch the recorder on and off. Tape is not so expensive

that you can't west a little bit.

) Tiu yourself so that you remember to turn-the tape over at the

proper'time.

Interview only one person at'a time and never with more than two

interviewers. If two of you work together, make sure that one
person asks the qdrbetions and the other takes notes. -

8) Many of the people you will be-dealing with will be elderly.

Be certain that you do not tire them. An. hour is about the limit.

It is better to make several trips than to tire someone.

9) If any painful memories have been brought up, try to change the

subject before you leave. Make sure that you leave the narrator

in a pleasant frame of. mind.'

10) Be sure to have the narrator sign a release form.

After an interview is completed, it must be catalogued so that it,

can be easily retrieved for reference in writing reports, and developing

audio presentationti. There is a division of opinion as to whether it

should also be transcribed. Tapes wear out, and cassettes have a ten-

dendy to tangle. On the other hand, transcribing is.a long, tedious job

-and the time might be better spent by. the student doing more productive

work. In the unlikely event that a student'should obtain a tape that is

of inestimable value, it should be transcribed or duplicated; but for

normal classroom use this is not usually done. 'A record of whit the tape

contains is,.however, vital for your students-and for future scholars.

Most .schOols use an adaptation bf the form developed for the Bancroft

Library at the University of California, Berkeley. This is shown in

Figure 2 on page 78..

00079q: , ;
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Figure 1.

Model Release Form

v.

-47

'\ BOULDER HIGH SCHOOL'HISVORY DEPARTMENT
1

\I hereby gi
''

e.and grant to the Grass Roots History class of Boulder

High Schoolas a donation for such scholarly and educational use as
-..

the class shall determine these tape recordings and their contents
.

listed

Date of Agreement

.Eubject of tape(s):

Name of Narrator

7..ddress of Narrator

'`Name of Interviewer

st;

4490 49'0

fi
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Figure 2.

Model Catalogue Form

General Topic of Interview

Date Place

'Personal beta:

Length

Narrator Interviewer

Name: Name:

Address:; Address:

Name, address of relativeifriend Relationship to narrator (neighbor,
co-worker, etc.)

Birthplace

Birthdate Length of acquaintance

Occupation(s)-

Interview Data:

Side 1

Side 2

Estimated time

on tape:

111111
.30

What was the occasion of the inter-

view?

Subjectscovered in approximate order (please
s ell out names of persons and places mentioned).

Use back of sheet if necessary

i/R 1.
okt.A. id

08
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,

Family,History

All of us ha4e questions out whosweAre: We can look about us

at our physical surroundings/ nd at'our friends and find answers tq

some of on'. questions; but much of What we.:.are today"has roots in ur

family backgrounds. A good, way to.disco(Ver why we behave in ger
)

ways and 4t in others orwhy.we believe. in certain things and of ifl

others is to look at our faiily histories. Our 'attitudes and h of \

our belief systems hfve developed:in some family. context.. it

P

tant'for us to understated this heritage. But 'e'en more important than

this sense-of self, .Which can be refined through this process, .is the

potential. in knowledge of ourselves as Americans. Many of.the questions

plesently being asked'by social historians, focus on the fathily and its

intergenerational continuities and discontinuitei. Migration, mobility,

changes in family,size, changes in the,role of women, attitudes toward

ethnic identity, theeffecti'thet industrialization and mddernization

have had onctra

all -these can

studies.

tional belief systems, values, and even recreation--

more' readily understood through co arative family

M6 one would-suggest that student- produced f li:histories would

atonce turn into a vast reservoir of useful docume ts, but one would

hope that the process of doing a family history would enchaxice a stu-

dent's ability to about the past. Below is
.

described a much abbreviated version of the methods used by Boulder

High School siudents'in 'st
g

hdyin family hiitory.
\

Charting the family. Nike a. family tree or chart of your ancestors.
'11

You Aayuse.elther of the examples given (see fiqUres 3 and-4 on page 80

And page 81), or you may devise your own method.

Interviewing. Interview as many of the people on your chart as

possible. Try"to'get information about the others from relatives or

from old family friends.. If you can tape record interviews, do so,

Exact words Useeto describe incidents and descriptions may become im-

. portant if you have conflicting evidence. If you,cannot.interview people

in person or by tellephole, write a letter in whic you, ask specific

questions.
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Figure 4

Family Chart Used by Genealogists

Your Great Grandmother

f id Your Grandmother

Your Mote
Name:
b.

d.

c.

Name;
b.

d.

C.

Your Grandfather

Name:
b.
d.

c.

Your Great Grandfather

Name:

d.

c.

Name:
b.

c.

Your Gieat Grandmother

Name:

d.

c.

You
Name:
b.

C.

ee

Your Father

?our Great Grandfather
Mame:
b.

d.

c.'

Grandmother

Name:
b.

Your Gtan th r d.

bName: 0'

d.
t)

c.

.

Your Great Grandfather
Name:
b.

d.

c.

Your Great Grandmother
Name:

Your Grandfather d.

Name:

b. .irour Great Grandfathei
d. Mame:
c.' b.

d.

c. j
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Using other sources of information\ Some families have kept a family

Bible, letters to. and from the "Old Counry," diaries, journals, business

records,.and so on. Many also have large collections of family photographs.

Obtain as many of these as possible, and be sure that they are carefully

labeled with full names, places 'land dates.\
\

Mapping. It is much easier to get 'a feel for the family if 011 look

1
at maps and find the places referred to in the sources. you've studied.

A You will want to use outline maps; gas-station maps, or your own maps to

show these places in your report.

ggporting. After you have gathered all the inforaliation possible,

you-will face the rather difficult task of organization. One method you

might use is to start with your parents, and then 0 back as many genera-

tions,as possible. You might (a) tell the life of yOur mother up to

marriage, (b) tell the life of your father up.to!marriage, ,(c) tell of

their married life together, (d) repeat the process for grandparents, and

so on. Have a title page and give credit to your sources. Use photographs

&of the peoPle.discussedr.the home's and towns they, lived andthe places

they worked at if possible.

Reslurces for Teaching Grass Roots History

It is impossible in a'short paper to list-all the ways that grass

roots history might be approached.in the classroom.HCerfainly one must

pick and ChooSe according to one's own inclinations, the feasibility

of this method in one's own institutional setting, and the interests and

abilities of one's own group of students. Methods Which might be used
4

include local history based on written documents, oral history, family

history, folklore collections, demographic studies, and inddstrial archaeology.

Excellent publications on a practical level are now available for

help in course planning. Three useful resources are: Finding Relevance

in Your Own Backyard: A Coarse in Local Bietory (Pratt and Haley 1973),

Colleting and 'Ming Local History (Muth 1971), and "Our Town Revisited"

(Spiegel 19-73).

The technical leaflets published-by the fterican Association for

State and Local History (1315 Eighth Avenue South, Nashville, Tennessee 37303)

thr iNets



E

83

are essential. Those which pertain especially to

use include Tape-recording Lbcal History (Tyrrell

History, (Warner 1970), History for Young"People:

ities (Platt 1966), Methods'ofResehrchfbr the Amateur Historian Mlle

1969), and Cemetery Transcribing: Preparations andRrocedures (Ne4man

1971). The Association has also published Banm's.Ora/ History for the

pre-collegiate student

1973), Writing LocaZ

PrOects and Activ

Local Historical' Society-1104) which has become a classic in the field

since it was first published.
r

The History Teacher (published by California State University at

Long Beach, Long Beach, California00840) has recently published a

number of articles that are very useful. The.November 1973 issue in-

cludes three articles teachers will want to read: "Family History

Projects Add Meaning to an Introductory Survey" by David H. Culbert;

"Writing Local History in a Seminar on. Historical Research" by Ted

L. Underwood; and "Recovering the History of a Black Community"' by

Dominic Candeloro. The February 1975 issue has an article by Beatrice

Spade, "Americans in Vietnam: An Oral History Project." All of these

articles are available from The History Teacher as reprints. Although

they have been written for college level courses they can be easily

adapted to secorylary level.

A British publication that frequently contains articles on local

and environmental studies is Teaching History (published by the Histori-,

cal'Association, 59A Kennington Park Road, London, 5E11 4JH England).

'Although the British have a different terminology for grass roots

history and their resources are vastly different from ours, the

rationale, the conceptual framework, andlthe Strategies are cross

national. The Canadian Journal of History (University of Saskatchewan,

Saskatoon, Saskatchewan, Canada) also frequently publishes articles

that may be adapted for Americn schools. Ahother Canadian approackto

local history--is a joint project of the FaCulty of EducatiOn, University

of British Columbia, and the larger prOvincenewspapers'of Western

Canada. Material's developed by thefaculty are printed as feature

articles by the papers. (AbZe information, on the project maybe obtained

from. Angus AL Gunn, Faculty of Education, U.E.C.,'2075 Weabrook Place,

Vancouver B.C.,'Canada V6? 1V5.)
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One of the-best and most succinct works on the-uses of folklore is

Folklore:. Collecting Folklore, American Folk Tradition, and Books for

chiading (Blaney 1970). Besides describing regional folklore and how one

goes about collecting it.: the workcontains a selected bibliography of

folklore, folktales, folk songs, proverbs and riddles, and periodicals.

Several publications from the fields of geography and sociology are

pertinent. Among the best of4these are Finding Community: A Guide to

Community Resegrch and Action (Jones 1971), The Loc2l Community: A Rand-

book for Teachers (High School Geography Project 1971), and Studying Your

Community.(warren 1955).

Popular works that contain a grass roots perspective include Diary

of an Early American Boy (Sloane 1962) and the classic-Foxfirevolumes

(Wigginton 1972, 1973, 1975) available at any good bookstore.

O
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CHAPTER VI

THE INFORMATION WIZARD

by

Douglas Alder

Why Teach Information Retrieval Skills?

Much classroOmIearning:is -St the attending, listening, and compre-

hending levels Essential as this is, it is not as dynamic as the

"learning by doing" : that John,Dwey suggested or the analysis and syn-

thesis levels'that Bloom has categorized.

We all know that within a few months our students forget most of

what we teach. So it is obvious to all teachers that teaching the learn-

ing process is more fundamental than teaching any specific piece of con-

tent. Yet most lessons focus explicity on content.with.the implicit hope

that students will pick ip some process skills as a by-product.

This chapter reverses the priorities. The process is primary in the

lesson ideas' presented here and the content is supportive. (Note--sep-

aration of process and product is rarely possible and likely not clesir-

able.) Students are taught to find information rather than to recall it,

to discover and choose sources rather than merely to read what is

assigned.

Inquiry teaching places a greater burden updn.the teacher than text-

book teaching. As the lessons in this volume are designed to demonstrate,

the teacher must be resourceful in locating inquiry materials to be

brought into the classroom. But classroom handouts and the teacher's

initiative are only the beginning of the ?rocess.

The real excitement and the most rewarding part of the learning pro-

cess begins when the students start to pursue the search for answers on

their oOn. Thus, full-fledged inquiry poses a larger challenge to the .

students, too: Of course, the process is even still more rewarding when

the students, in their search for information, begin to ask their own

questions. ,

This means that the inquiry-oriented teacher must be concerned abont

87
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teaching the process of inquiry. Students cannot engage in this process'

fruitfully. until the teacher has helped them develop some baSic skills.

In this chapter we offer several scenarios that are intended to

challenge the studenti. Teachers may imprOvhesescenarios consid-

erably by rewriting them to fit their school.. library, public library, or

other nearby collections: They may even create completely new problems.

That is fine; if these-problems descriptions can stimulate better ones

we 'will feel complimented.',

Ters will have to decide whether to use all of the scenarios

and whetheito have students work in groups or individually. Most
6

likely the students will,work better in a contest-or competition at-

. mosphere. But, here again, teachers should make their own choices and

design their own rewards. They should also decide whether competition

against the clock is a desirableincentiv,e.

l',.arning Objectives

.Knowledge

.The student will:

1) learn several facts to answer his/her problem.

Skill Development

The Student. will:

,1) discover and employ several information retrieval tools to
solve- a problem;

2) demonstrate individual resourcefulness in Pursuing infor-
nation.

3) report his/her findings in an orderly form.

Affect

The student will:

1) feel an increased degree of control over the library,
losing some of his/her reticence for using reference works.

2) catch the spirit of the detectiye--searching beyond the
obvious for clues.

,Scenarios

The judges in an essay contest about the American Revolution need

some help. You are asked to find a list of basic facts about-the
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Revolution, a map of an area in thp Revolutionary War, some writngs
.

from eyewitness observers, short biographies of major participants

sect as the signers of the Declaration of Independence, and any-

thing else that is short and helpful.

2) You volunteer to help a school aide in amine, -city school.

Seventy percent of the students are Black. You decide to have the

students study their Black heritage. First, you must find out all

you can about the subject yourself. See what you can find on Negro

,slavery in America, the slave trade from Africa; slavery in other:

lands, and Negro life in tribal Africa. Make a list of all the ref-

erences and facts you find. Are there maps of the slave trade from

Africa or of the tribes in' Africa? Can you find.anything wx'itten

by slaves? Are there'articles about slaves or Black history?

3) You are workilg at theeBrazilian Embassy in the United States.

They want you to be their expert on American life. A delegation of

mayors from their country is coming to the United States for a six -

week -tour.week-toUr. They want to find out how

.

we are handling the major

problems of industrialism in the U.S. because their country is.in-

dustrializing rapidly. Design a six -week tour of the major Aderican

industries. Select_ six or more different major factories or in

dustrial aites that Brazilians could develop. in their country. .Find

out'what you can about the industry, the process and materials used,
0

the size of the work force, and any other matters about that in

dustry. Place this information in a portfolio for each industry.

Add a list of.articles they might read on each industry. Suggest

'what you think the major problems are that face'each industry and

that each has created in its environment.

4) Your town (tar neighborhood) is about to celebrate its 100th (or

300th) birthday. ThEschool decides to have several events such as

assemblies, essay contests, and displayson this theDe. Thszriters

of the aasedbly scripts, the essayiats,'andthe artists need a list
a

of sources about the area. Anything you can find is important.

0

.
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Consider its whole history from the beginning to the present. Geo-

graphic and economic information will help: Eleresourceful--include

ople, newspapers, pictures; and other sources.

5) You are assistant to the Governor. He must give a speech at the

graduation of an Indian high school. _Find out all you can about

the town (if there is one), the co it ty, the reservation and the

tribe, so he can include several references to the local situation

in his speech.. Can you find something ,about the tribe's customs,

religion, means of making.a living, and frustrations?

6) Other possible scenarios:include:

a). Problems centering around locating a new industrial plant.

b) Finding sources to recreate the anti-slavery/pro-slavery
debate in the 19th century.

c) Discovering how many Amtrican Indian cultures have existed
in the UnitedLStates:

d) .Retracing the military events, forces, and locations of the
American Revolution.

e) Locating the industrial archeologicalsitesin your com-
munity

f) Finding articles on oral history.

g) 'Finding the legal benefits for someone who just became un=
employed

h) Finding the legal rights for vorkers to organize and strike.

i) Developing a lobby to get government support for the arts;
cite the great works of American art;

j) Finding supporting arguments for pacifism; finding examples
of American leadership without war.

OW

Student Handout:

The Information Wizard

Many-years ago the most powerful, people in the society were those

who controlled land or armies. tater, the most powerful were the rich.

Within ourolifetime a. new elite is emerging. These are infoymation man-

agers. Many of them work in computer benters. You have probably seen
a

a R *[

' 0.,
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TV series and science -fiction movies that describe such'people.

Right now.all information is not available on Computer tapes. Much

of it is still buried in libraries. In this lesson you re to'be an "in-

formation wizard", i,who can retrieve information quickly from 0 library so

that important people can act on it., This is no busy-work assignment;

it is a real kind of assignment that.many people get.paid to'dO. All

leaders have to have an infOrrhation staff. ,FoX example, all senators,

congressmenand,governora and many people in-the press, in business, in
t.4

industry, "and in education, need. such wizards. Sometimes the wizards.
2

even become the leaders themselves.

So here goes! You will be given a taAk as though you were such a

wizard. The next sheet will give you som. suggestions of where togo--

but don't just.ustheseadeas. Really "smoke out" every idea you can.

Ask the librarian for ideas, but mostly use your own wits. Think, think, ,

think! Try=-4 dozen or mote possibilities. Before long you will find'

something to solve the problem- -maybe something theAibrarian and youx

teacher didn't even know about.

Some Tricks of the Trade

Look in all these placestry every one:

Reader's Guide to Periodical Literature
Dictionaries, such as Dictiona6 of American Ristory
Encyclopedias
Almanacs
Atlases and maps
Yearbcoks--encyclopedia, UN, etc.
Book Review Digest

`Biographies, such as:
Current Biography
Who's Who
Twentieth Century Authors

American Authors, 18004900

How To Look

Finding' information is like being a. detective. You must think of

all the possible clues. Just walking into the library and looking up

your topic in the card catalog will not "solve the crime.." You must

think of maAy places to look and many thinga to ltok for.
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Ifyou were looking for something on the American Revolution you

might not' find what yoni want under "A." Where else could you look? Try

lots of synonyms or related words: Rebellion, Loyalists, Colonialists,

Patriots, Declaration of Independence, Boston Tea Party, Thomas Jefferson,

and so on.

' Also, don't stay in the card Catalog., That will only lead you to

books. Maybe you want something shOrter. So try all the things listed

Aboiie,in "prices to look." -4611.have to be a real sleuth -- looking for

clues and following them up.

Make Notes

When you find something, write it down. Be sure you write every-

thing necessary for -you, or someone else to find it again. Here is a
A

suggested form:

Author's name, "Article Title," Name of the book or publication you

found it in, 'volume. (City it wasPublibhed inpepublisher, year of Pub-
.

lication) exact page.
^

Then write a sentence or two underneath,this.to describewhat yoU found.

Example:

I founcl this through Reader's Guide to Periodical Literature.. The

article is interesting. It is_ about the-famous statue of Washington by

ritis-Greensborotgh and how it has been moved to many different sites

in Wahhington, D. C.

ti
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CHAPTER VII4

AMERICAN HISTORY RESOURCES

key

Don English

tVariouskindsitf useful resources are available for teaching Amer-
-,

ican history courses. The following is an annotated list'of,Aboe of

these materials froM commercial publishers and ERIC. It is divided into

six sections, listing games and Simulations, Supplementary audiovisual
0 .

materials, primarY.document collections;. teacher resource books, journals

that emphasize history instrUcti6a1 techniques and resources, and ERIC

/

GaMes and simulations are listed in the first section. Theyj) o/vide

an interesting change of pace for students and help to stimulate th

interest and motivation. Many di the.Anerican history. games listed sier-

ulite political or economic evetts in Americah histop Although research

indicatesQihat games do not inciraseStudent content knowledge Abou ese

events arty more than traditionalkNmethods, game playing does provide a:
N.

optibr,pdnity for students t* learn about the dynagcs ofceision

and the allocation of resources. Theyjearn,about.the pressures,

documente. .

4

unique

Making
,

.

incentives, moral problems, and intellectual problems that a decision

maker must. consider when a policy .is being formulated. sNowe'ver, debrief-
. k..., . .

,

ing thTe game remains the most important.part of the learning experience.

Here students analyze their game experiences, generalize from these ex-
.

- ,,

.periences, and draw parallels between the simulation and reality. De=

and simulations:briefing is an indispensable step in'- teaching with games
- 9 ,

The

cbrdings

rigulum.

use of audio-Ifilmstrips, slide programs, photograph, and te-.
* . ,

can-also provide an interesting supplement to the hiAory

4.71ie second section of the folloWing'list contains just a por-
,

?-tion of the many materials, now in pUblication, and icates,the wide

variety of Subject are and topics available far. sroom use.: Of.
-- ..

course, teachets should be selective in their choiceof materials and
- .

preview all filmstripkbefore using them.

Document collections are especially useful in prpviding primAry

93
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sources for teaching through the structured inquiry approach.
A

section of the following list contains a cross section of such materials

'On.pdlitical,milit'ary, and economic history as well as materials empha-
.
sizingoiociety, culture, and everyday life in the United States.

,The .fourth and fifth sections of this list mention' a few teacher

resource books and journals that provide exemplary lesson suggestions and

tips on techniques, strategies, and resources, for teaching Ameri6n his-

he third \\

tory.
The'Educational Resources Information Center (ERIC) also contains 'a

multitOde of history materials, mostly from noncommerCialvources.. Some
fr-

ERIC clocuMents'are included in Chapter Five, while other are listed in,'-\,

si/xth

\/

the th section of this chapter. Although theSe docum ts.in this 1

dhapt r do not use the structured'inquiry approach, they iprovide.useful

tt.

ideas, lesson suggestions, and resources and

of i iformatt i available in ERIC.

indicate some of the kinds

4 4

If you ar'e..niterested in seeing any of the ERIC documentS in this

pape , check your local college library or educat*onai center to determine

if there is ap ERIC Microfiche Collection. There ',are over 570 collecticOs

in the United States where you can read an entire documen onmicrofiahe.

you wish to obtain a copy of the document you ma order it from

the- ducational DocuMent Reproduction Service (gpOs), Computer Microfilm

Inte ational Corporation,ty.0, Box,190, Arlington, VA 22210 When /

order'ng document, be sure to include the six-digit ED (ERIC accession)

nunibe , specify either microfiche (MF or paper copy (HC), and encloSe a
0,

a

cheOk or money order. The price of the document is indicated.inithe

nce andlostage Cost must be inclUdedin yotux check or money order.

Games

Abolition: An American History Simulation Game. )By Russ d Virginia

Durham. Random House, 201' East 50th St.,, New York, NY 100 2. 1971.

tudents role play fictitious citizens who live in as orthern town

Called Freeman. Each citilea
t

participant becOmes direct involved in

theiprotio al moral conaict that emerges following assage of the

Fugitive lele Act in 1850.' This Igame is part of a larger;
.

unit, V /yewpointe on Amerioan,Abotition.
.. I
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1 ti-
American History Games. By Alice Kaplan Gordon.; Fcience Research Asso-

,ciates, 259 East Erie St., Chicago, IL 60611.. 1970.

This kit contains a set of six role-Playing g es ,dealing with major

issues and periods in United Stakes history. "Col le! is the study'of

/' economic relationships,between England and the col ies prior to the\

Revolutionary War. 4ontier" is a coaparative.an ysis 'of 'etonomiciand

political developments in the Northwest and Southwlt between 1815.and

1830. "Reconstruction' focuses on the interrelatio ships of, Southern

lanters, farmers, freedmen, and Congress after the ivil War. "Pro-
.

tion" focuses.on industrial growth. "Intervention'.. examine tthe con -

flictingflicting interests involved with U.S. intervention i
. Tn

Cuba, e-Thil7

/ yppined, and. the Idtminican Republic at the tun) of'the-cefitUry. t'Devel-
,

opment" focuses on the use of foreign aid by mode 'n major powers to win

the loyaty of neutral and developing countries.

Democracy. By James S. Coleman: Western Publi hing Company, School and

Library Department, 850 Third Ave., New York, 10022. 1969.

This is a set of eight games \that represent verious stages of de-
.

cision'making in the democratic process. PartiCipants play the roleeiof

in a/ilock legislature.citizens and legislators

i

Disimia. By David,Yount and Paul Dekock. Interact. Company, P O. Box-,

262, Lakeside, 4A 92040. 1968. ..-----i'4,4
/ This three-week unit of study combines traditional research activ-,

ilties with siaulation,Activities. Siudents-role play citizens of seven

i.

miginary states trying to improve 'their individual wealth and security
i.

fas well as that of theirPstate. The struggle simulates the conflicting
i

philosophies and interests during the period. 1776-1789 in the formation

of the U.S. Constitution. This'is a very time-consuming game.
----4 /

/

Game ofEMpire. Denoyer-Geppert Company, 5235 Ravenswood Ave., 'Chicago

IL 60640. 1970.

This game is a component of the course Subject to Citison.

Students play members of the Atlantic trading community, especiaily

0
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England and its American colonies around 1735. Each of the competitive

teams represents an interest group,that either produces or trades goods

with ,the objective of increasing its wealth at the-expense of others.

Two teachers are necessary to coordinate the game.

The Game of Farming. Macmillan Company, School Division, 866 Third Ave.,

New York; NY 10022. 1969.

Students asbume'thes roles of farmers in western Kansas in three

separate historical periods: 1800-1882, 619-1921, and 1933-1935. 'Each

farmet must make yearly decisions as to how he will allocate his re-

sources.

Hard Rock'ffine Strike. By Russ and Virginia Durham. Random House, 201

East 50th St., New York, NY 10022. '1970

As part of the larger supplementary unit, Viewpoints on Atherican

Labor, this game sqinulates various historical factors behind the labor-
IP

management conflicts during the. late 19th century. Players assume the

roles of striking coal miners and the opposing management."

4:

NAPOLI. . imile II, 1150 Silverado, LaJolla, CA 92037. 1969.

In APOLI (NAtional POLItics), players act as members of two polit-

ical parties in a national legislature and try to assure their.own re=

election and the passage of various legislation.'

Pq.ce. By Arthur Petersen. Interact Company, P.O. Box 262, Lakeside,

CA 92040. 1972.,

In the first phase, students role play five historical political

factions that took' differing positions on the events leading to America's°

entry into World War I. In the second phase, students role play U.S,

senators debating the Versailles Treaty. The suggested time for playing

this _game is 15 tcx30 hours.

Portsville. Macmillan ComAny, School DiviSion, 866 Third Ave., /slew

York, NY 10022. 1969.

00098
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GrOups of students, using odulex boards-and plastic building

blocks, areasted to design a dity as it glows durinilthree different

time periods?

4
---

Pursuit. Reader's Digest' Services, Educatiorial Divislon, Pleasantville,

NY l0570: 1970.

Players assume tee roles of six young Black Americans who must de-
.

, termine achievement go4s in the areas of housing, voting, public accom-

modation , vocItion, and

[

educataon. during the Cilil Rights MovdmInt.from

1954 td 1968.

Radicals vs. Tories. By David R.-DalPorto. History Simulations, P.O?

Box 2775, Santa Clara, CA 95052. 1972.

Students take the roles of radical, Tory, and moderate delegates to

the Second 'Continental Congress and must decide whether to remain in the

British system or declare independence.

Railroad Gqme. American Education ublications, Education Center,

Columbus, OH 4316. 1967. ,F t
Students take the parts of the mahagers of fOur railroad lines

competing to carry ore from the mines in Oretown to the mill in Steel-

town., The game is part of The Railroad Era unit of the Harvard Social

Studies Project.

1787: A Simulation Caine. By Eric Rothschild and Werner Feig. Olcott

Forward Publishers, 234 North Central Ave., Hartsdale, NX 10530. 1970.

Students"play fictional delegatesto a mock Constitutional Con-
,

vention. They propose and vote on alternative ways of.structuring a new

-., federal government.

0

Sitte. Western Behavioral Sciences Institute, 1150 Silverado, LaJolla,

CA 92037. 1969.

Students assume roles as members of five special interest groups

and attempt to influence decisions regarding city planning and govern-

/ *loom
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Spanish American War; By Ronald Lundeidt'and David N. Daliortp. His-

tory SiMulationg, P.O. Box 2775, Santa Clara, CA 95052. 19A9.

This ks a simulation.of the interplay between the forces for and

against war and the pressure exerted on the goverent Of the united

btaies. Students play the roles of 'special interest groups and members,

of the executive and legislative branches.

StOpower. By R. Garry Shirts. Western Behavioral Sciences'Institute,

1150.Silverado, iaJ011a, CA 92037. 1969.

Students explore the dimensions of power in a competitive society

by personally accumulating wealth and power at the eipense Of otherz.

Sunshine. By,pavid Yount and Paul Dekock. Interact Company,'P.O. Box
47.

262, Lakeside,0,U2040. 1968.

.1( The game combines traditional study of the history of the American

Negro with egsimulation experience that requires studpnts to cope with

the realities of racial problems in contemporary community life.

Trade-Off at Yalta.- By Daniel Caleb,,Smith. Scott Graphics, Educational

Division, 104 Lower Westfield -id.,_ Holyoke, MA 01040. 1972.

Atsuming the roles of Roosevelt, Churchill, Stalin, and their

various advigors,,syldents confront five major problems that faced the

Allies at the Send of World War II. The task is to arrive at a settlement

through ".trade-offs" which all can aftept.

Trade. By Russ Durham and Jack Crawford. Simulations Syetems

Program, United States International University,-Instructional Develop,

went Division, P.O. Box 1028, Corvallis, OR 97330. 1969.

This simulation acquaints participants with the economic structure

of the New England colonies and mercantile system of Great Britain.

Students-play roles of shipmasters, planters, port authorities, bankers,

and the British Navy in the triangle trade of rum for slaves for s ar:
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The Union 'Divides: plcott Forward Publishers, 234 North Central Ave.',

Hartsdale, NY 1033d. 1971.

Assuming the roles of 30-state governors meeting in Philadelphia

periodically during the years 1850 to 1861, players confront seven sec-
.

tiOnal;issues that must,be debated and resolved brmajority

Supplementary Audio-Visual:Materials

Accent on Ethnic America. By Mary H: Manoni. Multi Media Productions,,

P.O. Box 5097, Stanford, CA 94305. 4.971.

This series of sound-filmstrips examines the spedtal problems of

Chinese Americans', Mexidan Americans,. Puerto Ricans, American-Jews,
-. A V .

Italia. 1 Americans, Polish Americans, and Japanese Americans in United

States society.

America. By Alistaii Cooke Time -Life Education, Box 834, Aadio City:

Post. Office, New York,> NY 10019. 1973.

This filmstrip series is a classroom adaptation of Alistair Cooke's

telavision'presentation, "America: A Personal History of the United

States."

American Art and Architecture. Educational-Dimensions Corporation, Box

488, Great Neck, NY 11022.. 1971.

Three sound filmstrips compose this program of humanities and his -

tory. The program examines American painting and architecture from

colonial times up to the present.

American Civilization. Educational Dimensions Corporation, Box 488,

. Great Neck, NY 11022. 1971. O

The discovery,of the New World, colonial history, westward expansion,

economic giOwth, America as a world power, and America as world leader,

are studied through poetry, literature, and art in this series of six

sound-filmstrips. &
<A,

A A-

()()114()
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The Amgrican'Genius. Educational Dimensions Corporation, Bo* 488, Great

Neck, NY 11422. 1972;

Four sound-filmstrips examine the-literary and artistic development

of American authors and artists from tpe'1880s to the 1970s.

A

,The City in History. Educational DiMensions Corporation,
0

Box 488, Great

Neck NY 11022. 1972.

Two sound-filmstrips trace the evolution of cities in Amerimn

history's:A emphasize the creative environment found within them.

f

The Distorted Image: Stereotype and Caricature in American. Popular.

Graphics 1850-l922t By John J. and Selma Appel. Anti - Defamation League ,

/

at B'nai B'rith, 315 Lexington Ave., New York, NY 10016.

Cartoons and illustrations from mass-circulation magazines reveal

the extent and nature of stereotyping of minority groups in the United
0

States in this sound-slide.program.

Ethnic Studiee: The Peoples ofkrierica. By Donn Mosenfelder. Edu-

cational Design, 47 West 13th St., New York, NY 10011. 1973.

This program contains four soupd-filmstrips, 14 lesson tapes dealing

with 19 major ethnic groups, two cameo tapes containing brief dramatic

C;4

episOk.eS in the history of different ethnic'groups, and summary and exer-

cise sheets. The meaning, of ethnicity, immigration, and culture of the
o

various ethnic groups is stressed.

Folk Songs and theAmepican Flag. By Alice Low. Warren Schloat Pro-

ductions*, Pleasantville, NY 10570, :969.

The Revolutionary War provides the background fOr the early history

. of the American Flag and patriotic f015 songs, in this sound - filmstrip

.
prograk.

Folk 'Sono in American Histoiv. By Richard Sternberg. Warren Schloat

Productions, Pleasantville, NY 10570. 1969..

America's heritage from 1700 to 196.7 is reflected through tradi-

tional folk songs, period paintings, documentary photographs, and authen-
..

D

0
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tic illustration's in the 12 sound filmstrips of this program.

rJ

Great American Women's Sp eches. By Sharon Donovan, e

Eigth Ave., New Yo , NY igoist 1973,

Speeches by Susaf B. Anthony, Carrie Chapman Catt; Lucretia Mott,

Elizabeth Cady Stanton, and*others on women's rights are read on this

two - record set.

,Caedmon ReCOrds,.

A .

Immigration an4 Migration: The AmericanEXperiehce. -'11gy.Chaxles F.

Novostad. Nystrom, 3333 taston Ave., Chicago, IL 60618. 1975.

This kit of five sound-filistrips provides a broad sociocultural

history of America by studying the origins and development of various

ethnic groups.

4

The Origins of American Values: The Puritan Ethic to the Jesus,Freaks.

Center for Humanities, 2 Holland Ave., White'Plains, NY 10603. 1973.

This two -part sound-slide program isvart of a:larger prOgiam,

Humanities Curriculum Units, designed to inkroduce.s human ties 4mension

into school curricula. This particular program leads stud ts through an

- historical account of the various philosophical and intell ctual Move-,

men& inAtmerica.

Pictures of a-Decade: 2900-Z0, Z9Z0 -20, 2920-30, 2930-40; 1940-EO, 1950-

60, 1960-70:, National EdudatlEnaliAids, P.O. Box 3351, Milwaukee, wi,

53208. 1974.

Each decade contains pictures thematically arranged to include the

changikig mores, the ingenuity of American conscience, and human foibles

as well as the changing American mili;u. The pictures can be used to

supplement and illustrate any 20th-century American history course;
'en

however, the exact historical origin of the photpgraphs is not mentioned.

Reliving the Amer n Revolaion. By Clay Co;s. 'Civic Education Ser-.

:Ace: 1725 K St., N.W., Suite 1009, Washington, D.C., 20Q06. 1974.

A paperback book of primary documehts accompanies this two sound-
?

filmstrip kit examining the causes and events
,

of the American kevolutiop.

a
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Spoken' Arts Treasury of American Speeches, Balladi, and Documents: From

the American Revolution Through the Civil War. Spoken Arts, 310'North

Ave., New Rodhelle, NY 10801. 1971.
0

The four records in this set pontain memorable addresses, sopgs.

and documents,'including the inau r9l'addresses of. Washington, Jefferson,

JcksOn, and Lincoln.'

The Sun Dance People: The Plains'Indians, Their Past

Richard Ldoes. Random House, Inc., 201 Eait 50th St.

10022. 1972.'

These-,twa,sound-filmstrips'depict the history, culture, and past

and present difficulties of the Sioux, Cheyenne, Arapahoe, Crow;-Ahd

and Present: By

, NeW York, NY

other Plains Indians. The program takes,an anthropological approach,

presenting Indians within their own cultures.

'Toward the Year 2000,' Can We Survive the Future? Center for Humaniti9s,

2 Holland Ave., White Plains, NY 10603. 1973.

As part of the larger Humanities Curriculum Units program, this two-

part sound-slide program examines the impact of technology on the in-.

dividuhi.

.1fiewoints:o'R American Abolition. By Irving Sloan. Random,House,201

7f:

simulation game, and case studies.

historical interpretation by having

opposing. points of view.

East 50th St., New York, NY 10022. 19

This unit includes filmstrips, a

It is designed to involVe students'in

them explore the abolition issue from
1171.

Viewpoints on American Labor. By Irving Sloan.

50tht4St., New-York, NY 10022. 1970.

a

Random HouSe, 201 Est

2.

_ylle history of the American labor movement is studied through the

examination of four labor strikes.between 1890 and 4.915. The themes of

violence, power, and the rights. of the individual are stressed. The unit
0

.is self-contained and includes sound-filmstrips, a simulation game, and

primary sources on the various strikes.
O

poi.04
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Va4ces of the Old West.- Mass Communications, 25 Sylvan Rd. South, West
/

port, CN 16880. 1974. -,-.!

.
.

Memories of frontier life by a frontier housewife, storekeeper,/
. ...

..

..-

teamster, homesteader, prospector, rancher, wealthy Spanish lanaoigner,
.

Ad pioneer photographer are provided in-five audid-cassettes. '

riomen'sWorksibrIeriew,:620-1.920.-ByR,ichardW.BrunerandJanice Law

Trecher. 'Warren Schloat Productions, Pleasantville, NY 10570. 1974.

Four sound7filmstrips historically survey the roles women have per-
!.

formed since colonial times and document thp 300-year struggle for eman-

cipation.

'.Collections of Documents

Alleman, Janet E.,°and June R. Chapin. Voices of a Nation: A Source-
,

book for American History. Addison-Wesley, 2725 Sand Hill Rd., Menlo

Park, CA 94025. 1972.

The extremely attractive format and the carefully designed teacher's

guide make this collection of primary documents very useful in a second-

ary classrCom. The material is,bovered topically and includes social,,;

political, military, and economic history.

Axtell, James, ed. The American People. Pendulum Press, z..7ademic Build-

ing, Saw Mill" Rd. West Have, CN. 06516. ,1973.

This series contains documents and selected readings.= the uni-

versal questions that man asks of his past -- questions concerning birth,

gra ng up, loving, working, worshipping, and dying. '''Titles in the

serfs include:

Axtell, James, ed.

Axtell, James,= ed.

Axtell, James, ed.

Axtell, James, ed.

Allmendinger, David, e¢.

Bertrans, Wyatt B., ed.

The Native People of the East

'ate Native People of the West

The American People in Colonial
New England

The AmericanjPeople in the Colonial
South

The American People in the Ante-
bellUm North

The American People in the Ante-
bellum South
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ietcalf, Ricbard P., ed.

0

Allmendinger, Susan
eds.

Kennedy, David, ed.

,Kennedy; David, ed.

"104

The American People on the Western
Frontier

andDavid, The American People in the Indus-
trial City

The American People in the De-4
pression

The People in the Age of
Kennedy

Frazier, Thomas ed. TheAderside oLAmerican History. 2nd ed.

Harcourt, Brace JO;lanovich,, 757 Thii¢d' Ave., New York, NY 10017. 1974.

The readings in this collection.are excerpted from articles in
6.

major historical works and popular mai- zines. They cover topics which

only decently haverfound their-way into texts--Indians, Blacks, poor

Whites, Chinese, Japanese, Spanish-Americans,, workers, and women. The

second edition has been considerably expanded and the content much more

carefully chbsen but the print size and spacing have been so reduced that

it is very difficult to read. Only the most motivated and good readers

would be able to handl: it.

Marshall, Richard E., and John Edward Wiltz,. eds. The Search for Meaning:

Viewpoints in American History. J. Lippincott Company, Educational

Publishing Division, Philadelphia, PA 19105. 1973.

The documents and reading selections in this volume are primarily

political in nature. They are designed'fok mature readers. The teacher's
%::!guide is traditional but carefully prepared.

Starr, ,Isldore, Lewis P. Todd, and Merle Curtis, eds. Living American

DoeumentT. Harcourt, Brace Jovanovich,'757 Third Ave., New York, NY

10017. 1973.

This collection includes' documents of a political nature from the

gayflower Compact of 1620 to the KFrner Report of 1968.

Touhill, Blanche M. ed. Readings in American History. Laidli Brothers,.

Thatcher and. Madison Sts., River. Forest,'IL 60305. 1970.

a

This bdok of primary documents is structured on a chapter-by-chapter'

r
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basis that is meant to correlate with
.

texts in American history.

o

vpical traditional high school_

Wade, Richard C., ed. Life in America Seri0s, Houghton Mifflin Company,

110 Tremont Et., Boston, MA 02107. 1972.
ffi

This series examines the everyday life of anonymous Americans as

well as that of elite political and economic figures. Each volume

ofdcuses on a separate group. Titles'in

Wright, Conrad, ea.%

Wade, RiallorZ., ed.

Mann, Arthyr, ed.'

r.

Laslett, John, ed.

Scott, Anne F., ed.

Stephent, Richard W., ed.

Bressler, L. and M., eds.

the series include:

Religion in American Life

Cities in American Life

Immigrants in American Life

The Workingman' in American Life

WdMen-in American Life

Education in American Life

Youth in American Life

Teacher Resources

Keller, Clair. Involving Students in the New Social Studies. Little,

Brown and Company, 34, Beacon St., Boston, MA 02106. 1972.

This book,provides practical strategies for engaging students in

learning probesses. It includes suggestions for organizing a course,

conducting class, discussions, developing inquiry models, individualizing

instruction, team teaching/ developing learning activity packages,

getting high involvement class activities, ana evalaating students.

Kownslar, Allan O., ed. Teaching American History: The Quest for Rel-

evancy. National Council for the Social Studies, 1201 Sixteenth St.,,

N.W., Washington, D.C., 20036. 1974.

Thf% book provides 11 sample lessons on Americin history using the

inquiry process and ranging in topics from 'the condition of life during

the Civil War to the women's equal rights movement.

O'Connor, John E., and Martin A. Jackson. Teaching History,With Film.

American Historical Association, 400 A St., 3.E., Washington, D.C.,

ti
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20003. 1974.

This pamphlet is'part of a new series by the American Historical

'Association entitled "Discussion On Teaching." Strategies and resources

,for using film :in the:alliassroom are prOvided: .
o

A.

Seabur9, Stanley. Teaching the. Comparative Approach,to American Studies. ,

Foreign Policy Association, 345 E. 46th St., New 'York, NY 10017. 1971.

Sample lessons for a Comparative approach to the American Revol-

ution slavery; nationalism, economic development and intervenLioniim

are provided.

-Journalb
a

The History Teacher. California State University, Long Beach, CA 90840

This journal publishes article's of two general, types: reports on

promising new history education prograhs, Lurricula, instructional tech-
.

niques, methods of evaluating classroom effectiveness; and analyses

of important historical interpretations.

0.
, 4,-

Social Education. National Council for the Social Studies, Busineis

Office, 153.5 Wilson Blvd" Arlington, VA 2220.9:

All aspects of pre-college social studies content, teaching strat-

"eg s, and resources are covered in articles in this journal. Occasion-.

all i, special-focvs-issueS deal exclusively with history.education.
0 a,

The Social Studies. Heldref Publications, 4000 Albemarle'St., N.W.,

Washington, D.C. 20016.

History instructional techniques and resources are included almost

monthly in this journal, whiCh covers all socialQscience disciplines.

Teaching Hittory. The HistoriCal Association, 59A Kennington Park Rd.,

'London, SEll 4JH, England.

This British journal publishes a great many brief articles and re-

pbrts from classroom teachers describing successful classroom activities.

The emphasis is on strategies tw actively involve students. Many of

them can easily be translated to American history classrooms.'

,541)ili0k4P14.
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ERIC Documents

'I

, .

America in the 20th Centurij, Grades U-12, Cource of Study. Project

#409. Ron Utech. tumwa Community Schools, Iowa. 1973. 1a2pp.

EDRS price: micro the $0.76,11papercopY - $6.97, plus postage.

ED 087 642. *

..

r
s

C
Focusing 14 Ameiica from 1900 to the presest,.the major social, , ,

poiitical,'an economic developments in thiscentury are presented in this

inquiry-ori id curridulum guide. Six units' are outlined for teaching
. .

approach, activities, and resources. Topics,of the units include: The
.,_ -#"

Ilite;ot Industrialism, Reform in America, The U.S. Becoming .a*World
, ,

Power, tne.Go.A.den,Twenties, the Ning Deal and World War iI, and the
\ 4

'Challenges of a New ,Era.

American Studies. Ceitral Point School District 6, Oregon. 19.70. kz

EDRS price: Microfiche - $0.76, papercopy - $1.95, plus postage.

pi) 076 4/9.

Offering a'program for uniting English with social studies, this

'guide for eleventh-grade American studies integrates social sciences,'

I 'humanitlehistoxy, literature,, writing, art, music, and speech. Ten

major units offer three optional inquiry teaching approaches and span

from pre - Constitution' to the 1970s. Techniques, resources, and objec-

tives'aremulii-level to accommodate individual variation,inaturity

and

ConauTtion Economy. Grade 'en. Resource 'Unit IV. "Prd6ect Social

Studies. Project Sobial Studies Curriculum Center, University of
. ,

Minnesota, 'Minneapolis. 1968. 231 pp. EDRS price: microfiche- 0.76,
.

papercopy - $12.05, Plus postage. ED 086 597.
..-. .

DeVelgped by the University of Minnesota's Project Social Studies,.

.

this tenth-grade unit 'examines the development of the American Con-

sumption economy and its social implications. 'Comparing American Values

in the colonial era to the 1930s and the present,-the course is designed.

to,teach attitudes and inquiry.ekills. The objectives, content, teaching

procedures, and instructional materials are described in the main body 40°

'it4i0f)11.(19

I
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(..f the unit.

°.,=--ZiolIP

'uidk: for Teachers of History and. Social Studies in the New Haven Public

High Schools. New Haven Public Sdhools, Connecticut. 1974. 57 pp.

EMS Itcrofiche - $0.76, papercopy $3.32, plus postage. ED

098 099.

With the consultation of the Yale\University History Department

faculty, 'New Haven-teachers reorganized their traditional, Aar-long,

survey history courses into quarter mini-units which emphasize the in

quiry approach. Provided in this booklet is .a concise outline of steps

for developing an effective mini-unit.

Historical Sources for Use in Schools. Occasional Paper #74 -2.. Michael

Rawcliffe. State University of_Newyork, Stony Btook.- , American Histor-
.

ical Association Education Project. 1974. 69 pp. EDRS price: micro-

fiche, - $46%76, papercopy $3.32, plus postage. ED 088 787, .

This handbook pf historical sources formse in the school provides

Suggestions; leacis,,and-examples which encourage the teacher to use prir

mary source materials in the 1lassroom. The types of primary sourcesa

* under examination include written documents; oral sources-including inter-
.

views, songs, and music; artifacts; and visual sources including maps,

paintings, photographs, and films. Illustrations of the application' of

these various sources in teaching strategies and learning activities are

also provided.

Industrial America, Social Studies: .6416. Z3. H. Folmar Ham. Dade

County Public Schools, Miami, Florida. 1971. 42 pp. EDRS price:
0

microfiche ='$0.76, papercopy - $1.95, plus postage. ED'070 727.

As"one of Dade County's quinmester,courses, thj.s tenth- throU4h

twelth-grade program is designed to explore the effort of industrial-

izaAon in American history. Emphasis:is on students' identifying the

influence of big business on industrialization, recognizing problems of

.

the growth Of induSiy, and proposing rgforms to correct these problems.

The guide is divided into broad goals, course contents inquiry-oriented

activities, and materials selection suggestions.

0
t. 00140
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Learning Activity Package, U.S. History III, LAPS 7 through -.A. Todd

Heldreth, Ninety Six High School, Soup Carolina. 1973. 66 pp. EDRS

price: microfiqhe - $0.76, papercopy - $3.32, plus postage. ED 092 471.

Six teacher-prepared Learning Activity Packages for individualized

instruction in eleventh-grade United States history are provided. The

materials, written on an elementary reading level, are particularly

suited for students who need special assistance. pnit topics,inClude

Colonial Growth; The American Revolution; A-New Nationand the Consti-

tution; The Civil War; Exploration, Inventions, and Transportation; and

'Wild War I, World War II,"and the Korean Conflidt. Each unit contains

a rationale, a list of behavioral objectives, resources, activities,

self- evaluation tests, and suggestions for further study.

Oral History in the United States. A Directory. Gary L. Shumway. Oral

History Association; New,,,york. 1971. 121 pp. EDRS price: mitrofiche -

$0.76, papercopy'- 55.70, plds postage. ED 059 135.

This volume indexes all the oral history materials in existance in .

45 states and the District of Columbia, so far as the Oral History

Association has been'able to uncover them. Collection entries include,

institution address, major topic, memoirs of note,,purpose, age and

funding gf the project, and extent of holdings. 230-collections are

included.

4. Strudturat Guide for Appalachian History and,CUlture in American

History. Lionel Clark. Berea College, Kentucky. 1973. 17 pp. EDRS
ry

price: microfiche- 0.76, papercopy - $1.58, plus postage.! ED 093.541.

Suggestions for integrating Appalachian history, especially north
-

Georgia, into yleventh-grade American history are discussed. The docu-

ment includes course objectives, student _skills, content guide, and

evalUation procedures. A bibliography includes publications on the

history of the area, literature, cultural background, folklore, and-

journal articles

\\N ,

What Happened on Lexington ,reen: An 1nquifry into the Nature and Methods

of Hibtory. Teacher and Student Manuals. Peter S. Bennett. Amberst

00111
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College, Massachusetts. 1967. 56 pp. EDRS price: microfiche - $0.76

plus postage, papercopy not available from EDRS. ED 032 333.

This social'studies unit uses conflicting eyewitness and secdndary

accounts of what happened on Lexington Green, 1775, to illustrate the

nature and methods of history an to encourage the student to function

as historia,n. Included are excerpts from court records, eyewitness and

newspaper accounts, and the works of English and American historians

from 1805,through 1965.
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